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ABSTRACT
Different aspects of adult English as a Second Language (ESL) and English as a Foreign Language (EFL)
programs have been a subject of interest for teachers and administrators in various international contexts.
The need for English proficiency in countries where English is now a prerequisite for employment has led
to a proliferation of schools with a variety of approaches to foreign language (FL) or second language
(L2) teaching. This study compares two programs in Canada and Turkey, and explores underlying
reasons for their similarities and differences from a Community of Practice (CoP) perspective. A
historical overview of FL/L2 teaching in the two countries sheds light on the processes that led to the
development of two distinct CoPs. I highlighted socioeconomic, sociopolitical, and sociocultural aspects
of Turkish and Canadian society, analyzed how these aspects shape EFL and ESL programs and practices
in the two settings, and identified strengths and weaknesses in both settings.
A case-study methodology was used in this study, including interviews with six research
participants: one teacher and one administrator from each program, and two specialists in the field from
Turkey and Canada respectively. To triangulate the findings, along with the interview data and literature
review, I have also used my own experiences from these CoPs as I have worked at both schools. To
analyze how these CoPs have been shaped, it is important to understand the influences of broader
sociocultural, sociopolitical, and socioeconomic factors in each society. The findings indicate that a
successful CoP has been developed in the Canadian program. The development of this CoP has been
easier in comparison with the CoP in Turkey because of the influences of several macro-level factors. The
program in Canada has financial support from the government, and CoP members have worked in the
institution long enough to develop the expertise to participate actively and effectively in the CoP.
However, in the Turkish context, the lack of financial support from the government necessitates a focus
on profit making at the expense of a quality education. The development of a solid CoP has been hindered
by cultural and political factors in society which affect the work of teachers and administrators. The
implications of this study include suggestions for the development of effective communities of practice.
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CHAPTER 1. CONTEXTS
Introduction
An analysis of two different English teaching institutions in two different countries can reveal
interesting facts about the rationale behind institutions and the effectiveness of the programs. The
effectiveness of these programs in providing education is influenced by many factors: social,
economic, political and the cultural context. In countries where English is an essential
prerequisite for employment, there has been a proliferation of English language schools. These
schools vary in their approaches to foreign language (FL) or second language (L2) methodology.
The purpose of this study will be to analyze two programs: one in Turkey, and the other in
Canada. The results of my comparative investigation will highlight similarities and differences
between teaching English as a Foreign Language (EFL) in Turkey and teaching English as a
Second Language (ESL) in Canada. This study will also contextualize these results in terms of
influences on the evolution of the programs. This historical overview of FL/L2 teaching in the
two settings will shed light on the processes that led to the development of two distinct
communities of practice (Lave &Wenger, 1991). I will highlight sociolinguistic, sociopolitical,
and socio-cultural aspects of Turkish and Canadian society, analyze how these aspects shape
EFL and ESL programs and practices in the two settings, and identify strengths and weaknesses
in both settings. These analyses will form the basis of suggestions for program improvement.

Rationale
The object of this study is to compare and contrast two programs: one in Canada and the other in
Turkey, and to analyze the underlying reasons for these similarities and differences from a
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Communities of Practice (CoP) perspective. Wenger (2006) states that “Communities of practice
are groups of people who share a concern or a passion for something they do and learn how to do
it better as they interact regularly” (Communities of Practice, a brief introduction. Para. 2).
Despite their differences, both language settings are engaged in the practice of FL/L2 teaching.
Teachers in both settings share a common desire to find the best way to meet their students’
foreign or second language learning needs.
It is important to keep in mind that the comparison is specifically between two different
schools in respective countries, and that other programs in different schools in these countries
might work differently. Still, to enhance the data for certain questions, some private schools and
programs in Canada and Turkey will be researched to provide a more accurate picture of the
range of programs in both countries. The central research questions will then be: How have the
programs evolved from a historical perspective and what are the similarities and differences?
What larger issues arise from this investigation into CoP in two different international settings?
In what direction are the programs heading?

Background
The students in the Turkish school share a common language and culture grounded in
sociocultural, sociopolitical, and socioeconomic aspects of their society. A thorough
understanding of these components is necessary if one is to gain an accurate portrait of these
programs.
As Stem (1983) suggests:
v Socio-cultural factors that bear upon motivation, such as the relative social status
of the first language and the second language, the instrumental value of the
second language, the cultural values of the second language, and political factors
2

should be considered; they lead to the kind of interpretation of the relative status
of the first and the second language, (p. 280)
Mackey (1993) argues that:
The making of a language policy is ... no more an academic exercise. It is most
often a practical response to social, economic and political pressures. These are
becoming stronger and more evident. They now reach the nation state from the
outside-from supranational bodies and powerful groupings of stateless minorities,
what has been called the Fourth World or ‘la force des faibles.’ (p. 13)
Socio-economic elements play a very important role in the success of .the students and the
program itself. According to Stem (1983), there is a correlation between L2 achievement and the
socio-economic status of students and their parents. As Mackey (1970) suggests, language
learning has to do with home, school environment, religion, and national and international
settings. Spolsky (1978), in his approach to bilingualism, also proposes that many elements
(linguistic, political, social, economic, cultural, religious, and psychological) affect, and can be
used to create, implement, and analyze the outcome of curriculum. Furthermore, Stem (1983)
adds more factors to Spolsky’s (1978) list including linguistic, socio-cultural, historical, political,
geographical, economic/technological and educational components.

Turkey
The European Union and the Bologna process.
The factors which have been mentioned by the above scholars confirm that the advent of
bilingualism plays an essential role in a country such as Turkey. As Turkey endeavors to enter
the European Union (EU), knowledge of a second language such as English has become essential
and indispensable. The proliferation of English schools correlates with the socio-political and
international standing of the country, and schools in Turkey such as the one under study may
have a big impact on L2 education. As declared in a 2009 version of its handbook, “The school
3

delivers English language programs to students throughout Istanbul, and has additional branches
in Izmit, Ankara, London, Toronto, and Las Vegas. There are currently about 6,000 students
enrolled in our educational system” (p. 1).
Dealing with economic, cultural, and political requirements and laws and regulations of
the EU fosters the country’s need to adapt to these requirements. In order to achieve this,
knowing a second language is necessary.
The world’s stock markets, international banks, and most transnational
corporations, multilateral organizations, such as the World Bank, IMF, UNDP,
and transnational organizations such as the North American Free Trade Area
(NAFTA), Southern Africa Development Community (SÀDC) and the
Association of South-East Asian Nations (ASEAN) conduct their affairs and
transactions in English. (Watson, 1999, p. 9)
In addition to the EU, the Bologna Process, which is an international action plan for
improving recognition of educational credentials, can also have an impact on second language
education in Turkey.

Basically, it is a European initiative “to create a European Higher

Education Area by 2010, in which students can choose from a wide and transparent range of high
quality courses and benefit from smooth recognition procedures” (European Commission,
Education & Training, 2011, para. 1). However, it is not only European countries which
participate in it; there are 46 countries in this agreement and Turkey is one of them.
In the preamble of the Communiqué of the Conference of European Ministers
Responsible for Higher Education Leuven and Louvain-la-Neuve, 28-29 April 2009, it is
declared that:
In the decade up to 2020, European higher education has a vital contribution to
make in realizing a Europe of knowledge that is highly creative and innovative.
Faced with the challenge of an ageing population, Europe can only succeed in this
endeavour if it maximizes the talents and capacities of all its citizens and fully
engages in lifelong learning as well and in widening participation in higher
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education. (Conference of European Ministers Responsible for Higher Education,
2009, p. 1)
To have an effective role and up-to-date standards, Turkey needs to improve its
educational system. English language plays an essential role in this situation not only
because some universities teach several subjects in English, but because some teach all
subjects in English.
And as Acer (2004) observed:
Economic integration of Turkey into [the] global economy also contributes to the
increase in the use of English in Turkey. Employment pages in Turkish daily
newspapers, such as Hurriyet, Milliyet, Sabah, and Radikal, and daily-regional
newspapers like Yeni Asir, show that many companies with international
connections require their personnel to have knowledge of foreign languages.
Among these, the most required language appears to be English. German and
French, and Russian are other languages that some companies require their
personnel to have. (p. 3)
Stem (1983) observed that “Particular languages are sometimes held in either high or low
esteem because of economic, political, or cultural values associated with them” (p. 277). Choice
of a language as a second language or as a foreign language often has to do with the perceived
economic and political power of the language historically, as shifts on the emphasis of languages
such as French, Spanish, German, English, etc. have changed based on the importance of these
languages at a particular point in history (Stem, 1983). Thus, these components are essential to
consider in order to understand the success or failure of any program.

English then and now.
Robert College, the first private English school in Turkey, was established in 1863; however, the
instruction of English at public schools did not start until 1908. The dominant languages during
the time of the Ottoman Empire were Arabic and Persian.

Different languages have been
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prominent in different historical periods! Persian was popular between the 15th and 20th
centuries, and French was also prominent in the 19th century; however, these languages were
popular among the intellectuals and the elite (Yucel, 1982). When the new Republic was
established in 1923, the study of foreign languages became compulsory. French was the most
important foreign language at the time, but because of the growth and dominance of the
American economic and military power after the Second World War, it was replaced by English.
This trend continued into the later years and in the 1980’s, the dominance of English influenced
the free market economy, new products, and popular culture, all of which helped to popularize
English. As Friedman suggested, “Beginning from 1980s, Turkey has been one of the countries
that fell increasingly under global flows in economic and cultural terms” (as cited in Acar, 2004,
p.2).
English is immensely popular among young people in Turkey nowadays, and the process
of global flows that started in the 1980s, along with other factors, has engendered the
proliferation of many schools.

The exposure that English gets in the media has increased

immensely as well, and many words in English have entered the Turkish language. Acer (2004)
describes it as, “Many Turks, especially the young ones, speak a language, which is commonly
called as Tarzanca, a mixture of Turkish and English” (p. 2).
The use of the internet and the influence of global communication through English has
intensified its spread in Turkey; many financial companies use the medium for their trade with
the majority of companies in the world. Technology has had a significant impact on the use of
English since 90 to 95 percent of information on the internet is in English and the use of the
internet has rapidly increased. The Central Intelligence Agency (CIA)’s report (2011) indicates
that the number of users was 30,000 in 1997 and is now more the 27.233 million in Turkey.
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Today, the majority of companies in Turkey look for employees who can communicate in a
foreign language, and English is by far the most required language for employment.
Advertisements in major newspapers such as Hurriyet, Milliyet, Sabah, and Radical and also
daily-regional newspapers, such as Yeni Asir, always ask for English proficiency (Acer, 2004).
Another important factor which has influenced the popularity of English is tourism. Acer (2004)
claimed that:

.

According to the statistics of share of tourism income in the Gross National
Production by years, in 1963, Turkey’s tourism income was 7.7 million US
dollars. In 1980, it was 326.7 million dollars and in 2000 it was 7.636 billion
dollars (p. 3).
Furthermore, media such as TV and radio stations contribute immensely to the
proliferation of English. Many stations are dominated by English shows and programs, especially
American movies, sitcoms, and soap operas. To this, we can add movie theaters, which are
dominated by American movies, with the most recent movies being shown in English with
Turkish subtitles (in Istanbul).
In addition to these components, the Ministry of Education, with its policies, plays an
important role in the spread of the English language. Since the creation of the Turkish Republic
in 1923, there have been many laws which have supported the use of foreign languages,
specifically English, and these laws have been amended many times. For example, until 1956,
only one school (Galatasaray Lycee) gave education in a foreign language, and by 1974-75, the
'number of schools with foreign language education had increased to 12. With the new law
introduced by parliament in 1983, foreign languages were officially and legally accepted and
many schools have been established since. As Acer (2004) observed, “The first vakif [foundation
or private] university, Bilkent University, was founded in 1984. With the opening of new ones in
the late 1980s and especially in the 1990s, the number of vakif universities became 22” (p. 7).
7

In spite of this, there has been some resistance to foreign language education in Turkey.
Between 2000-2005, as a result of pressures from some academicians, intellectuals, and
scientists, the Turkish parliament annulled foreign language teaching (Acer, 2004). Some people
argue that the proliferation of English erodes or diminishes the host culture and replaces it with
western cultures, specifically American culture.
Until 1997, English language instruction started from the 6th grade; however, with the
new law passed in this year, the instruction started from the 4th grade and there have been
changes in the number of hours of teaching in public schools since (Cetinkaya, 2005). In private
schools, English instruction starts much earlier than in public schools, and can be as early as
kindergarten. In these schools, the number of hours working in English medium is much higher
in comparison to their counterparts in the public domain. Cetinkaya (2005) suggested that,
“While private schools usually hire native speaker English teachers, the Ministry of national
Education hires local teachers” (p.16). In some universities, the medium of instruction is English.
Students who graduate from high school have very limited knowledge of the English language
which is not enough for entering these kinds of universities, so they need to take a one-year
preparatory course. It is very difficult to imagine how in one year they would be able to deal with
the demands of academic study. The use of English language is growing in Turkey very fast and
there are many reasons behind the phenomena which were briefly analyzed. The Canadian case
is different from the Turkish case since it has gone through a different evolution.

Canada
A brief history of Canadian immigration policy.
Immigration is a vital part of population growth in Canada, as the Canadian economy needs a
labour force which can contribute to its growth and compete in the global economy. A big part of
this has been sustained through immigration. In order to understand how educational institutions
dealing with immigrants have evolved, knowing a brief history of immigration to Canada and the
social, political, cultural, and economic impact of this phenomenon can contribute to an
understanding of the bigger picture. Therefore, I will look at immigration policy from the early
days to the present time and connect the changes to the evolution of immigrants’ education in
Canada.

.

,

From its very early years, immigration to Canada has had economic and political roots.
For example, the largest group of immigrants who arrived in Canada from 1870 to the early
1880s, the Chinese, were brought for the sole purpose of building the Pacific Railway, and by the
time their work was done, there were many thousands of them living in Canada. However, after
accomplishing the task of building the Pacific Railway, the Canadian government tried to
prevent allowing more Chinese immigrants into the country and therefore implemented a very
restrictive entry tax (Bodvarsson & Van den Berg, 2009). This example shows that bringing
more immigrants to the country was solely for economic purposes, and this trend, which started
in the late 19th century, seems to have continued with many different adjustments during the
years that followed.
Much of the history of 20th century Canadian immigration makes for upsetting reading
(Knowles, 2000). In the early years of the 20th century, immigrants were coming to Canada and
in 1910, legislation was passed in Canada to give the government the power to control who could
9

and could not immigrate. The government got a “legal authority to prohibit immigrants
‘belonging to any race deemed unsuited to the climate or requirements of Canada’. The ‘climate’
criterion was often applied to non-white applicants” (Bodvarsson & Van den Berg, 2009, p. 386).
In 1923, the government passed new regulations on immigration, and these regulations
were very strict. At this time, many people from countries such as Great Britain and America
could easily come to Canada as immigrants. Citizens of countries such as Norway, Sweden,
Denmark, Finland, Luxembourg, Germany, Switzerland, Holland, Belgium and France, which
were referred to as ‘preferred countries’ (Bodvarsson & Van den Berg, 2009), could emigrate to
Canada without any strict rules or laws. At the same time, people from many other countries
were barred or had a regulated entry to Canada:
Only agriculturalists, farm laborers, female domestic servants, and sponsored
family members would be admitted from “non-preferred countries,” which were
listed as being Austria, Hungary, Poland, Romania, Lithuania, Estonia, Latvia,
Bulgaria, Yugoslavia, and Czechoslovakia. Immigrants from Southern European
countries or non-European countries were not permitted at all. (Bodvarsson &
Van den Berg, 2009, p. 386)
The above quote shows the criteria for immigrants entering the country and also demonstrates
the policies of the governments at the time; furthermore, it can help us to understand the
evolution of the policies of the government from the past to the present.
After WWH, the policy on immigration changed greatly because of events during the war
and postwar outcomes. The public did not like the way Jews were treated - i.e, many countries
did not allow them to come in, the Communist Bloc oppressed their population and they had the
control of many Eastern European countries, the Canadian government had anti-communist
policies, and population growth and a labour force was needed for economic modernization
(Bodvarsson & Van den Berg, 2009). The latter was the most important component to contribute
to the change of immigration policy. New legislation in 1947 allowed people from more diverse
10
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countries to come to Canada, and also paved the way for more flexibility in immigration laws
(Bodvarsson & Van den Berg, 2009). Furthermore, in the 1960s, the quota on racial criteria was
removed and a point system based on objective criteria was initiated. In the 1990s, the Canadian
tax base and labour force were in a state of decline, and this situation threatened the pension
system for the baby boomers and also programs such as the state-run medical insurance. For
these reasons, a new policy on immigration was initiated with the goal of increasing the number
of immigrants substantially (Bodvarsson & Van den Berg, 2009).
In recent years, the number has increased to more than 250,000 per year and “immigrants
now account for over 70% of the total national labor force growth” (Fleming, 2007, p. 188). In
1966, 87% of immigrants came from European countries, but today more than 80% come from
Asia, Africa, the Middle East, and South and Central America. This change in policy seems to be
in line with the values of Canadian society which have changed through time and become more
tolerant.

■

The immigration policy today is based on the point system, and immigrants with skills
have a greater chance to come to the country than others (i.e, refugees). People with money and
business potentials and skilled immigrants can contribute more to the Canadian economy than
people with no money, refugees and unskilled workers. Bodvarsson & Van den Berg (2009)
conclude that:
The Canadian policy of encouraging immigration of highly educated working-age
people while refusing entry to immigrants destined for the low-wage sectors of
the economy may indeed maximize net national welfare gains once the demand
effects, the externalities, and the growth effects are factored in. (p. 392)
Immigrants who come to Canada are comprised of different groups economically,
socially, culturally, and politically. Based on Citizenship and Immigration Canada, refugees are
divided into three groups: 1) the Government-Assisted Refugee (GAR) Program, which consists
li

of refugees who are entirely supported by the Government of Canada; 2) the Private Sponsorship
of Refugees Program, which includes refugees whose resettlement is supported by groups of
Canadian individuals or organizations ; and 3) the Joint Assistance Sponsorship Program, which
is a joint sponsorship by a private sponsoring group and Citizenship and Immigration Canada of
a refugee who requires special assistance and whose admissibility depends on a sponsor’s
support (Elrick, 2007). As the primary goal of Canadian immigration policy is to augment the
labour force, language education for new immigrants is essential.

ESL education in Canada and educational policy.
The founding fathers of the Canadian constitution established the confederation based on the
rights of British and French people, and since then the struggle for linguistic and religious rights
has shaped the social, economic, and political history of the country (Early, 2008). For example,
one major initiative of the 1970s, bilingualism, was a direct response to the Quiet Revolution of
the 50’s and 60’s in Quebec.

■'-t

The issue of ESL and second language learning in Canadian society has a long history.
From its inception more than a hundred years ago, Frontier College was the first institution that
helped immigrants to learn the language of the host country. It served the workers in rural areas
with literacy education. From then until now, second language learning, specifically English as a
Second Language, has gone through many changes (Walter, 2003).
In the Canadian political system, the provincial governments and territories are
responsible for education and it is under their jurisdiction. There is communication between the
federal and the provincial governments through different political bodies such as the Council of
Ministers of Education; however, the federal government does not have a direct connection to
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schools (Early, 2008). So there have always been grounds for disagreement between the federal
and provincial governments since immigration and citizenship are responsibilities of the federal
government and education is the responsibility of the provincial governments.
The state of ESL at the elementary and high school level is observed by Early (2008) as
follows: “Provincial funding is available for English as a Second Language (ESL) programs,
however, there is no coherent national profile of ESL policies, programs, and provisions across
geopolitical contexts” (p. 199). No priority was given to the development of national ESL
programs, either for children or for adults, prior to the Second World War (Ashworth, 2001)
(Burnaby, 1996). Also, there is no uniform or coherent program across the board for components
such as “funding amounts per pupil per year, definition of ESL students, policies, time caps in
ESL programs, presence of ESL curriculum, service delivery models, ESL teacher certification
requirements, and credits for ESL courses” (Early, 2008, p. 199). If even the education of
immigrant youth, who are to play an important role in the workforce in the global economy, is
not structured cohesively, then questions of the condition of adult-level ESL should be raised.
These questions will be analyzed in a later section. Historically, Canadian governments have not
been concerned about adult ESL methodology, curriculum development, or teacher training,
although they have provided the funds for these areas (Fleming, 2007).

ESL from past to present.
The governments of Canada from every level started to understand and recognize a need to
organize educational services for immigrants as early as the Second World War, and from this
time into the 1960’s, immigrants to Ontario and specifically Toronto were mainly from Englishspeaking countries (Burnaby, James, & Regier, 2000). During the 1970’s, a large number of
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immigrants from different ethnic groups such as Caribbean, African, South American
(specifically Chile), and Southeast Asian came to Canada, and this large number overwhelmed
the system in place and “educational service providers began to talk about teaching standard
English as a second dialect” (Burnaby et al., 2000, p. 28). In the 1980’s, the situation had
changed dramatically; many immigrants from different racial groups now lived in Canada
(specifically, Toronto) and a lot of these people were from rural areas of the original countries
and had very low levels of education in their own languages. As Burnaby stated, this situation
created a lot of “racial tensions [that] arose in the 1980s focusing attention on cultural pluralism
and anti-racism as well as language issues. There was no longer any possibility of hiding the
‘immigrant fact’ in politics or education” (Burnaby et al., 2000, p. 44). During the 1960s and
1970s, because of the booming Canadian economy, the issue of employment was not a concern
for people; however, during the 1980s, the Canadian economy was not doing as well as earlier
times and immigration became a major issue.
In the 1990s, the demography of immigrants changed dramatically: “by 1991, the census
indicated that 25.1 percent of children in Toronto between the ages of 5 and 15 and 38.1 percent
of adults between 16 and 65 had a mother tongue other than English” (Burnaby et al., 2000, p.
60). Also during this time, the federal government aimed to increase the number of immigrants
coming to Canada and the plan was to increase the number to 250,000 a year. In addition, the
adult language program was completely revised. Until this time, the program had been
employment-oriented, but the government introduced a new program: Language Instruction for
Newcomers to Canada (LINC), which was a general program for immigrants in their first three
years in Canada and also a more restricted program for the LINC graduates which is called
Labour Market Language Training (LMLT).
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As Wayland (2006) suggests, immigration is a very pressing issue for Canada today since
it counts for half the population growth and about three-quarters of Canadian labour market
growth: ■

,
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Canada has a long history of immigration, ;and immigrants of many backgrounds
have shaped Canadian identity and consciousness. Over the years, millions of
immigrants have become integral to Canada’s social, economic and political
fabric. Today, approximately 18% of Canada’s population was bom overseas,
giving Canada one of the world’s largest foreign-bom populations in terms of ,
percentage. Immigration now accounts for more than half of Canada’s total
population growth and for 70% of the net growth in the labour market, (p. 1)
The current immigrant population is not doing as well as their predecessors due to many
obstacles. Some of these problems pertain to a lack of coordination between agencies responsible
for the coordination and a lack of what is offered and what is needed.
The state of ESL in Canada and its delivery in provinces is portrayed in a nutshell by the
Flaman Mangement Partners Ltd (FMP). All Canadian provinces have some kind of agreement
with the federal government for language training, with the exception of Nova Scotia. Each of
the provinces has a different agreement with the federal government based on their way of
dealing with language training in the province. Quebec is very different because it has the sole
responsibility of how to use the transfer funds from the federal government; basically, there are
no federal programs in the province (FMP, 2007).
As Wayland (2006) states:
All provinces provide delivery of language training programs through some
combination of school boards, colleges, universities, immigrant settlement
organizations (for profit and not for profit), private sector language schools, and
other firms or organizations that wish to and are capable of delivering such
training. Calls for proposals for provision in each province of LINC and ELT
programs in the coming year are typically issued at the end of each fiscal year,
(January through March), (p. 2)
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This quote shows how second language learning for immigrants in the country is
conducted and how this process in each province is different and complicated. It seems that the
complexity of this issue has contributed to the fact that creating a uniform institution, in its
orientation towards ESL, is a very difficult, if not impossible, job. Since this study does not focus
on all provinces and territories, programs in Ontario and specifically Toronto will be examined
to describe how ESL is taught. It is very important to understand the programs in Ontario, as so
many newcomers to Canada settle in Ontario and especially in Toronto: “Each year, about
230.000 immigrants arrive in Canada and 55% of those newcomers choose Ontario, with over
75.000 settling in Toronto” (Community Social Planning Council of Toronto (CSPCT), 2005, p.
3).

.

.

The federally funded program LINC has gone through changes since its inception, and
these changes have been positive. They have provided more opportunities for women to
participate in society and have contributed to their integration to become active members of their
community. Services such as transportation and child-minding for women with children
constitute some of these changes (CSPCT, 2005).
James and Burnaby’s observation demonstrates that “In 1983, the Canada Employment
and Immigration Commission proposed the creation of a new ESL program which would provide
a fundamental curriculum throughout the country, along with the possibility of child care and
transportation assistance for newcomers to Canada” (James & Burnaby, 2003, p. 281). Since
most immigrants move to Ontario and most of them stay in Toronto, analysis of programs in
Toronto will shed light on how ESL is conducted in the province, and will also provide a good
sample to understand ESL education in the country.
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Toronto and Ontario’s ESL programs.
The general report on the status and condition of ESL in Ontario, the report for the Community
Social Planning Council of Toronto (CSPCT) in 2005, declared that “Our ESL programs are in
critical need of renewal” (p. 1), and “due to a variety of reasons, these ESL programs have all
suffered from various degrees of neglect” (p. 4). The study by CSPCT shows a sample of the
ESL programming in the province. Although it could not be said with certainty that the program
under review represents the state of ESL in the province, other programs in the province more or
less suffer from the same fate. I found this report to be crucial because some of its information
shows how Ontario, and specifically Toronto, is important in the Canadian context. According to
CSPCT, 42% of Toronto’s population are immigrants. In the chart below (CSPCT, 2005), the
responsibilities and funding of the programs in Toronto are presented.
Table 3. Responsibilities and funding program in Toronto
Programs

Funding

Program Delivery

Source
Elementary

Provincial

Programs

Government

Secondary

Provincial

Programs

Government

Adult ESL/

Provincial

School Boards

School Boards

Community Agencies
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Government

School Boards

Adult LINC/

Federal

Community Agencies

Settlement

Government

School Boards

Settlement
Programs

Programs

Colleges

The funding formula for these programs is not the same due to the jurisdictions of two branches
of governments in Canada. However, the federal government funds the LINC program and
corresponding settlement programs in the country:
These programs are delivered by service provider organizations (SPOs), including
community agencies, school boards, and colleges. There have also been private
for-profit companies delivering the LINC program. It is important to note that the
federal government does not fund any programs for school-aged newcomers.
(CSPCT, 2005, p. 5)
According to Burnaby et. al. (2000), historically, school boards in Ontario have dealt
with ESL issues and have created their own ways to solve them. Problems such as lack of
adequate materials for teaching, qualified teachers, and appropriate places for teaching are some
of the important issues which have been neglected by the governments at different levels and by
school boards, and these problems have prevented good results since the 1960s. Basically, there
has not been a solid program at the policy level which can reflect ESL needs adequately; the
federal and provincial governments have not been keen to provide solid support for ESL
programs. Successive provincial and federal governments have tended to place little importance
on ESL education. There have not been great efforts on the part of provincial governments, who
have the jurisdiction of education, to view ESL education as an autonomous entity which may
18

need parallel status as a public educational institution. Also, as it is stated in the study by the
CSPCT (2005), “There has never been a national plan for the education and integration of
immigrant children and youth. Provincial and local policies and programs have evolved on an ad
hoc basis, often with limited reference to research data” (p. 7). Danso (as cited in Debeljacki,
2007, p. 5) argues, “Canada’s refugee admission policy is concerned with economic gains rather
than humanitarian concerns, as evident in its emphasis on admitting young and economically
active refugees who are more likely to enter the labour market.”
As recently as 1998, the provincial government in Ontario amalgamated the seven school
boards in Toronto and created one board which was responsible for more than 300,000 students.
This created a major problem for the public school system because the taxing system introduced
by the provincial government restricted the operation of more local school boards. This situation
has contributed to the deterioration of ESL programs already under strain and has negatively
affected adult programs. The funding formula for adult ESL has prevented many schools from
providing classrooms, heat, and other non-essential components for ESL students, and, as a
result, the responsibility of providing space for ESL programs has been transferred to community
based centers (CSPCT, 2005):
Provincial ESL programs, operating primarily through the school boards, have
few resources from which to develop curriculum, conduct assessments, administer
student placements and monitor students’ progress. Although some schools
administer an assessment based on the Canadian Language Benchmarks, there is
no standardized method and subsequently, little tracking of students’ progress.
: (CSPCT, 2005, p. 12)
In the early 1990s, federal and provincial governments worked in coordination to create
Canadian Language Benchmarks (CLB) for assessing both ESL and ESL literacy programs in
the country. The goal of this initiative was to create uniformity across the board:
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The present process of attending any LINC program in Toronto begins with the
CLB assessment, administered at various YMCA centers. Prospective students are
placed in the LINC level of their lowest benchmark and their information is
entered into a provincewide computer program, which tracks the movement of all
students. When students complete the benchmarks for LINC 5, they graduate
from the program. There is no official exit assessment or testing. (CSPCT, 2005,
p. 13)
There are many challenges in providing ESL in the province. They include issues such as
eligibility/access, time limitations, accountability, and class size.

Challenges in providing programs.
Accessibility to ESL programs.
Accessibility to ESL programs plays an important role in providing an equitable service to
students. Due to many regulations by provincial and federal governments, not everyone has
access to the programs for an unlimited time period; “Governments responsible for funding ESL
programs have built eligibility criteria around restrictive and exclusive models rather than on
/'
’
sound researched inclusive approaches” (CSPCT, 2005, p. 16). Some expectations are very
unrealistic; for instance, it is not possible to learn a language in one or two years, especially in
regulated programs with limited time periods. Many people, especially women, are left behind
since many of them are responsible for looking after their children during their first few years in
Canada; by the time they want to go to school and learn the language, the limited time period
available to them is already expired. Based on studies such as Cummins (1981), many second
language learners need more than five years to have some command of English language, and it
is even more difficult if students want to pursue academic and higher education.
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The challenges of living in a new country for immigrants can be multifaceted, and the
real picture can reveal the fact that immigrants deal with a lot of problems that they encounter in
the new environment:
Practitioners identified that many ESL literacy learners are from war-tom
countries and suffer security fears and issues. Few are willing to attend class
unless it is offered close to their own community. The shame about not being able
to read and write and self-perceived inability to learn or progress is a serious
factor in ESL literacy classes. Practitioners noticed that conversation class
attendance would be consistent, but when reading and writing, activities were
introduced attendance declined. Some learners even dropped out. (Ontario
Literacy Coalition, 2007, p. 5)
Although the study by the CSPCT (2005) advocates a seemingly unlimited access to
ESL programs with no time limit, the fact is that government policies have not been aimed at
providing an unlimited time, but rather at preparing immigrants for finding jobs and taking care
of themselves as soon as possible. When they come to power, different provincial governments
have different agendas, and this can affect education, by and large, and ESL at the same time: “In
1997, the provincial government created one of the most restrictive regulations and funding
formulas for public education, severely impacting on ESL education in Toronto” (CSPCT, 2005,
P- 17).

Limitation o f time to study.
The LINC program, which is funded by the federal government, also has a limitation for students
to access the program. Students who have been in the country for more than three years will not
be able to access it, and they must be landed immigrants or convention refugees, so refugee
claimants are excluded. This restriction also has a negative effect on women since many of them
are responsible for chores at home and looking after children: “women often have many
interruptions in their studies due to their family responsibilities.' The three-year time restriction
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leaves women at a serious disadvantage. Women are subsequently denied equal access by the
length of time allotted in the program” (CSPCT, 2005, p. 18). In addition, transportation and
childminding are two other obstacles for the LINC students and, specifically, women.

The

federal government has provided financial supports for the issues mentioned here; however, the
problem with inconsistency in doing so has put the programs in a difficult position: “The amount
of assistance has been steadily reduced and only minimally subsidizes the actual cost” (GSPCT,
2005, p. 19).

;

U

The lack of accountability is one of the essential issues that ESL programs face:
elementary, secondary, and adults. The aim of this study is not an analysis of elementary and
secondary ESL programs; however, when there is no accountability at these levels, it would be
very easy to not have it at the adult level since at the public school level, structures and programs
have been in place for a long time and these programs seem to be perceived as more important
than adult ESL. There are several examples of this lack of accountability:
In 1997, an expert panel appointed by the provincial government recommended
the allocation of $400 million to the Learning Opportunities Grant as targeted
funding for at-risk students. However, only $185 million was granted and six
years later, the analysis of the programs to be funded by the grant is still
incomplete. (CSPCT, 2005, p.24)
,
Accountability.
Another flagrant example of a lack of accountability in Toronto concerns the misuse of a
provincial grant for ESL learners:
In December 2003, the Minister of Education announced a grant of $112 million
to Ontario's schools for students facing poverty or learning ESL. The Toronto
District School Board (TDSB) received $46 million. This money, however, was
immediately used to reduce the deficit of the TDSB without any board or
community consultation or debate. (CSPCT, 2005, p. 24)
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These examples were given to show the state of ESL programs in the province of Ontario
at elementary and secondary schools. There may be no correlations between the situation of one
program in relation to the others - here, elementary and secondary vs. adult - but perhaps it
shows the importance of ESL programs in regard to finance, delivery, and implementation and
the role of governments and school boards in the process of implementing the programs. The
results are not encouraging, and the evidence shows that these programs have been neglected.
In many schools, there are no regulations to maintain a consistency in class size for ESL
programs, and this can create a significant problem for both students and educators. Students
with disability and special needs may not get the proper attention they need. In situations where
there are not enough students at one level to open a class, the administrators combine different
levels in one class, and in classes with multiple-level students, there are always possibilities for
students to be neglected inadvertently by teachers:
In a comprehensive research report by Power Analysis (2002 cited in CSPCT) for
adult ESL programs, it was determined that Toronto had the largest mean class
sizes in Ontario at 21.3 students. However, the class sizes range from 11.6 to 21.3
throughout Ontario. It was found that provincial ESL classes had a somewhat
higher class size than the federal LINC classes, ranging from 17.1 for LINC and
21.2 for ESL. (CSPCT, 2005, p. 25)
Private programs also have a big impact on delivering English language for many different
purposes, and they serve many clients in Canada so it is important to look at these programs
briefly.

Adult programs for profit.
Private second language teaching is a big business in Canada: “Over 144,000 foreign students
(visa students) in Canada attend universities, colleges, public and private high schools and ESL
programs” (Grewal, 2004, p. 14). In Toronto, private schools offer different programs for
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different purposes; some have ESL courses and some offer high school credit courses, and in
some schools both ESL and high school credits are offered. Full cost recovery is an important
part for many schools, so visa students are their main clientele; furthermore, these schools are
not regulated by any government agencies. Ontario Credit Courses are the only area that is
regulated by the Ontario Ministry of Education and Training, and the rest of schools create their
own curriculum and other components such as salaries of teachers and their qualifications
(Grewal, 2004).

Differences and Similarities Between the Two Programs
ESL vs. EFL.
The main difference between the Turkish and the Canadian program is that one is teaching
English as a Foreign Language (EFL), and the other is teaching English as a Second Language
(ESL). According to Stem (1983):

!

In contrasting ‘second’ and ‘foreign’ language there is today consensus that a
necessary distinction is to be made between a non-native language learnt and used
within one country to which the term ’second language’ has been applied, and a
non-native language learnt and used with reference to a speech community
outside national or territorial boundaries to which the term ‘foreign language’ is
commonly given. A ‘second language’ usually has official status or a recognized
function within a country which a foreign language has not. (p. 16)
'

Thus, learning a language in an environment in which people speak the classroom language, and
in which everything from daily activities to media is based on the language, definitely has a very
different outcome in comparison to an environment in which students use the classroom
language only at school. Therefore, because there are not many other sources of language
support in the context where students live, foreign language learning requires different
pedagogical methods to compensate for the lack of rich target language input (Stem, 1983).
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Integration vs. instrumentality.
In addition to this, in essence, in an ESL setting, integration is a key element for newcomers. All
of the efforts are done to become a part of a greater community and language plays a vital role,
but in an EFL setting instrumentality of language plays a more important role. People in this
setting try to learn the language in order to get a better job and improve their status. Therefore,
the purposes of language learning in these societies are a very important factor in understanding
both settings.

Diversity of students.

1

There is great diversity between students in each program. In Turkey, some students want to
find a job, and having another language is an attribute in a country like Turkey where many
companies deal with foreigners throughout the workday. Some students already have a job, but
to make more money and improve their positions in companies they work for, they need to learn
English. There are many university students who want to improve their English for future career
opportunities: “Social opportunities for contact with the second language and the opportunities
for learning the language offered at school” (Stem, 1983, p. 270) are to be considered. Still, there
are some who want to learn English as it eases communication with foreigners. And, finally,
some take the courses because their employers demand an English certificate even though
English is not necessary for their jobs. In Canada, students basically have three goals for
studying English: to find a job, for academic purposes, and for integration within the society.
In Turkey, classrooms are very homogenous; everyone speaks Turkish, and other ethnic
groups, if they exist, are invisible. By contrast, in Canada, classrooms are heterogeneous and
students from many nationalities attend classes. This difference could have a profound effect on
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the process of learning because most of the time students speak only English in the classes, in
contrast to classrooms in Turkey where students speak only Turkish.
The Turkish school in this study is a private company and in decision-making policies,
profit has to be one of the primary considerations along with students and teachers’ satisfaction.
The situation can be different in Canada if the government asks the school to provide specific
courses, such as a group for newcomers. Therefore, decision-making in the operation of these
schools can have a different justification in both countries. Culture, politics, laws, and
regulations are different in these two countries.
In the preceding chapter, the context of both cases, Canada and Turkey, were introduced,
and the evolution of both ESL in Canada and EFL in Turkey were briefly reviewed from
sociocultural, socioeconomic, and sociopolitical perspectives. Furthermore, the influences of
these perspectives on educational policy were outlined. In chapter two, the theoretical framework
and literature are presented by looking at the process of L2 proficiency and learning and
concepts related to it. I explore different theories of L2 teaching and briefly draw on concepts
pertaining to it. In chapter three, I give an overview of the research, the methods of analyzing my
data, and describe the teaching methods in both programs. Chapter four contains descriptions of
the interview. I will present the major emerging themes and explore micro and macro-levels of
the findings. Finally, in chapter 5 ,1 will present a summary, recommendations, and limitations of
the study and conclude the work.
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CHAPTER 2. LITERATURE REVIEW
Scholars in the field of second language learning have researched and analyzed many aspects of
L2 proficiency. According to Vandergrift (2007), listening comprehension is at the heart of L2
learning, and this skill has a significant impact on the learning of the other skills. Since it is the
most difficult skill to learn, its successful achievement can enhance the proficiency of other skills
and successful learning of L2. As well, listening comprehension can provide a more objective
tool to understand and assess the L2 learners’ proficiency rather than the other skills.
Stem (1983) divides the proficiency concepts into three groups: linguistic content,
psychological or behavioural, and a combination of the two. Linguistic content deals with
communicative and linguistic components such as phonology, vocabulary, and grammar. In
addition, it includes semantic, discourse, and sociolinguistic features. The behavioural concept
includes skills such as listening, reading, speaking, and writing and it is “described through
detailed inventories of language items, situations, psychological roles of the speaker, speech
function, appropriate semantic categories, and topics” (Stem, 1983, p. 349). The third group is a
combination of the first two, such as in studies comparing the four skills with language aspects
such as phonology, syntax, lexicon and morphology (Stem, 1983).
According to Cummins (2003), basic inter-personal communicative skills (BICS) and
cognitive/academic language proficiency (CALP) are two important elements in the
measurement of one’s language proficiency. The former deals with more day-to-day activities
and familiar situations, and the latter projects the idea that a deeper understanding of language is
required to be able to operate in higher or academic settings. Baker (2006) suggests that there are
two levels at work: one is context embedded situations, in which many cues and elements help
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the learner to understand the idea at hand; alternately, context reduced situations require a higher
level of understanding of the language for the learner to analyze, synthesize, and evaluate. Both
levels of proficiencies are concerned with communication.
Furthermore, according to Cook (2001), learning an L2 is not just the adding of rooms to
your house by building an extension onto the back; it is the rebuilding of all internal walls.
Trying to put languages in separate compartments in the mind is doomed to failure since the
compartments are connected in many ways. These scholars believe in complexity,
interconnectedness, and involvement of LI and L2 in relation to each other. L2 proficiency
involves many components such as cultural, social, political, environmental, national, and
international dimensions, all of which pertain to this study. As Stem (1983) notes: “The
interpretation of context is an essential part of a theory. Language, learning, and teaching must
always be viewed in a context, setting, or background” (p. 48). Furthermore, methods of
language teaching have gone through many different time periods and these stages of time have
been influenced by the existing and past development in language pedagogy (Stem, 1983). Baker
(2006) has argued that social, political, and economic components of societies have played
essential roles in language pedagogy.
In organizing my conceptual framework for this study, I will use Stem’s (1983) approach
to understanding theory and practice in L2 education; namely, his comprehensive overview of all
of the components which shape and influence language teaching and, more specifically, the way
curricula are created. This will allow me to see how Stem’s (1983) theory can be applied and
understood. This research approach will enable me to discover strategies to improve areas of
research related to learning, language, and teaching.
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Theories of L2 learning
Understanding the main component of this study, learning and teaching languages, requires a
brief overview of different theories in the field. For this reason, these theories will be analyzed to
give a systematic understanding of the components under investigation. In addition, some of the
important elements which can affect learning will be discussed. To ensure cohesion, methods
and approaches used in L2 teaching are included in the following discussion.
To investigate the theories of second language learning, prominent approaches could be
classified

as:

Behaviourism,

Innatism,

Information

Processing,

Connectionism,

and

Interactionism. The behaviourists argue that the process of learning is based on practice,
imitation, reinforcement, and habit formation (Lightbown & Spada, 1999, p. 35). Structural
linguists, who are associated with behaviorists, argue that if the first language is structurally
close to the target language, it is easier for a learner to learn the language.
Contrary to what behaviourists believe, innatists argue that the ability to acquire language
is innate and that this is the most important element in acquiring and learning language. The
early innatists like Chomsky (as cited in Lightbown & Spada, 1999) argued that there is a critical
period in everybody’s life when language learning can take place. Later Krashen (as cited in
Lightbown & Spada, 1999) argued that second language development goes through two
processes: learning and acquisition. For some innatists, since adults have passed the “critical
period,” the limited time in which language acquisition happens, learning the second language
cannot be explained by their original theory. Krashen (1981), in his Monitor Model, argues that a
second language is learned through conscious and unconscious efforts and that each of these
processes plays a role in learning a second language. For him, unconscious learning is more
important.
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Information Processing advocates tend to believe that language acquisition is a build-up
of knowledge which we acquire through experience and practice, and some of the information
can be recalled quickly and automatically. We are unaware of this process (Lightbown & Spada,
1999).
The Connectionism approach, on the other hand, attributes the learning of language to the
environment. In this approach, the environment plays a greater role than “innate” ability in
language learning, and the advocates argue that the ability to learn is innate, but there is no
innate specific linguistic structure. Furthermore, they believe that input is the primary source of
linguistic knowledge.
Interactionists believe that modification of language plays an essential role in learning a
second language. They argue that second language is acquired through conversation where the
learners have the opportunity to interact with others and, during this interaction, they can learn
the language. To be effective, the interaction should be between a learner and a teacher or an
advanced learner (Lightbown & Spada, 1999).

Socio-Affective Factors in L2 Learning
Lightbown & Spada (1999) identify five main characteristics which have been said to affect
second language learning: motivation, intelligence, aptitude, personality, and style of learning.
First, research shows that intrinsic motivation is not a major element in success of learning a
second language because both motivated and non-motivated second language learners can
perform almost the same, or, in some cases, non-motivated students perform even better.
Secondly, they argue that intelligence is important in learning a second language; however, we
cannot attribute success in learning a second language entirely to intelligence because there are
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so many students who have shown weak academic performance but succeeded in learning a
second language.

-

According to Lightbown & Spada (1999), aptitude plays an important role in determining
students’ levels and their abilities, but this does not mean that students perform well on all the
components of aptitude. Some students have strong memories and some are capable in other
areas; with this information, teachers can identify appropriate levels of study for students.
Lightbown & Spada (1999) analyze personality and its influences on second language learning
and conclude that research does not support the claim that there is a correlation between
personality and second language learning.
Lightbown & Spada (1999) argue that in addition to visual, aural, and kinesthetic styles
of learning, students tend to either look at information holistically, or to pay attention to details.
They conclude that no one particular learning style should be perceived as the best, but that
teachers should encourage students to use any method to improve their way of learning. Adults
tend to approach learning a second language in the way that they learn other skills, and this
learning style cannot be adapted to learn a second language. Learning a second language is a
multi-faceted process and involves many abilities.

Perspectives on L2 Classroom Teaching
According to Lightbown & Spada (1999), there have been five proposals for classroom teaching.
The first, “Get it right from the beginning,” is based on the view that teachers should correct the
students when they make mistakes. “Say what you mean and mean what you say” tends to
support meaningful interaction between teachers and students and emphasizes the importance of
comprehensible input. “Just listen and read” is based on the notion that we receive
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comprehensible input through reading and listening, and advocates of this approach believe that
learners do not need to drill and practice their language but just need to listen and read. “Teach
what is teachable” is based on the view that learners go through developmental stages and it is
not possible to teach a stage that the learner is not ready for; thus, we should not teach a student
who is at stage 1 content from stage 4. The last proposal, “Get it right in the end,” is based on the
view that exposure to the target language can help learners to acquire language naturally, and the
major focus is on meaning. The methodology of language teaching, as analyzed by L2
researchers, includes different approaches. The Direct Method, Grammar-Translation Method,
and Audio- Lingual Method have been major approaches to language teaching and learning.
These are reviewed in the next section.
Applying theories and ideas of language learning to classrooms can be beneficial and, at
the same time, potentially harmful if they are not understood by instructors. Since one theory
cannot by itself explain the holistic components of second language learning, one proposal of
teaching cannot be solely effective. The proposals which were mentioned earlier have to be
approached very cautiously, because if they are implemented without consideration, they could
have adverse influences on the learner.

For instance, the proposal “Get it right from the

beginning” can impede the progress of learners’ fluency if it is implemented strictly. According
to Lightbown & Spada (1999), we still have a long way to go to achieve a complete theory. As
they argue, even with a perfect model, we will still have to consider the implications of a
complete theory in the second language classroom.
I will be looking at the Direct Method and the Grammar-Translation Method in the
context of the school in Turkey, since I believe that the program is a hybrid of these two methods
to some extent. In the case of the Canadian context, I will examine the Skills-based Syllabus
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primarily, since skills play an essential role in this program. I will also look at the Direct Method
because the medium of instruction is in the target language. In addition, I will analyze Discourse
Syllabus because the program in the Canadian case is academically oriented and diversity of
materials is part of the program. Finally, I will leave myself open to identifying whichever
methods are most prevalent in the two settings.

L2 Teaching Methods and Approaches
In order to analyze the two cases and programs in Canada and Turkey, understanding methods
and approaches to second language teaching is essential. In this section, not only will the major
approaches and methods to second language teaching be briefly analyzed, but also more recent
syllabi designs, as Graves (2008) called them, will be studied to understand the evolution and
different views of second language syllabi.
Based on Larsen-Freeman’s (2000) analysis of the Direct Method in teaching and
learning of a target language, the teacher uses visual demonstration of the concepts or objects to
explain the subjective and objective world. The students are not allowed to communicate in their
native language and translate the target language. The medium of instruction here is just the
target language.
In the Grammar-Translation Method, rules are based on translation of languages; students
try to translate from their language and to their language, and if they are able to do this very well,
they are considered good language learners. Communication in the target language is not
essential (Larson-Freeman, 2000).
According to Larsen-Freeman (2000), in the Audio-Lingual Method the focus of learning
is on oral activities and students are drilled in grammatical structure to master the target
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language. The method gets its base from a theoretical approach which advocates that there is a
psychological and linguistic relation in regard to learning a second language. In this approach,
students are conditioned to stimuli by which they practice and reinforce the elements of the
target language. Then, they can replace the habits of their native language patterns in
constructing sentences with new patterns. The purpose of the instruction is to teach the students
how to communicate in the target language.
Graves (2008) argues that “just as syllabus types at one time replaced methods as a way
of framing language teaching and learning, we are in what might be called a post-syllabus phase”
(p. 161). It is important to have a brief look at the syllabus approach to teaching and language
learning^ Graves (2008) claims that the formal, or grammatical, syllabus is perhaps the easiest
one to create and put together as a subject-language for several reasons. It is guided and
governed by rules. It can be put together, used as an instructional tool, and tested. Teachers can
learn it themselves very well and use it in the classroom to instruct students and fulfill their roles
as experts in the classroom. Basically, the formal syllabus is strong theoretically in relation to
teaching a language, but it is not strong in relation to learning. According to Breen (as cited in
Graves, 2008), the three important kinds of teaching syllabi are:
FORMAL (or grammatical), FUNCTIONAL and TASK-BASED. Both the
functional and the task-based syllabi represent a significant departure from the
formal syllabus. As has been well-documented (e.g., van Ek, 1975; Nunan, 1988;
Howatt, 2004) the notional/functional syllabus (Wilkins, 1976) conceptualized
language in terms of the communicative purposes (or functions) for which it is
used in a given context, (p. 160)
These approaches are still very prevalent in many places in the world. According to
Wilkins (as cited in Graves, 2008), in functional syllabi, students are presented with holistic
examples of language and they study the language to understand the details. Learners study lists
of functions which they can use outside the classroom: “For both the functional and the formal
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syllabus, classroom activities are thus a means towards the end of learning language” (Wilkins,
1976, cited in Graves, 2008, p. 160). Graves (2008) argues that, on the contrary to formal and
functional approaches, in Process-Oriented syllabi:
Classroom activities are not the means that result in the learning of language,
rather, language is the means for accomplishing classroom activities. These
activities, or tasks, require learners to engage in an interactive meaning-making
process with each other using whatever linguistic resources they can pool
together. Selection of tasks is based on ,an analysis of actual tasks a person
undertakes as well as learning tasks to enable learners to surmount difficulties in
communication tasks (Breen, 1987). Thus, their participation in the tasks is the
catalyst for language learning. Overall proficiency is achieved through the micro
proficiency acquired during tasks, (p. 160)
Thereby, the potential for learning is not only within the domain of specific approaches;
rather, it would take a variety of tasks and approaches and their implementation in the
classrooms. Furthermore, the focus is more on the learner rather than the activities (i.e., the
capacity, availability, susceptibility of the learner and the authenticity of material in relation to
the learner’s needs play more important roles). In other words, this approach can create
flexibility of activities in the classroom in favour of the learner rather than a one-sided and
teacher-centered environment. For these reasons, different elements of syllabi can be
incorporated into lessons to produce and create a more fluid approach to teaching and learning.
This view advocates more autonomy and opportunities for learners to acquire the language.
Graves (2008) mentions three more syllabi: Skills-based syllabus, the Lexical Syllabus
and the Discourse Syllabus. In the skills-based approach, which is related to the proficiency
movement in the USA, the guideline for students’ proficiency is based on speaking, listening,
reading, and writing. In the lexical approach, practical lexical items in relation to word clusters
are used, and students learn language through learning extensive vocabulary and language
chunks rather than grammar and words in isolation. In the discourse approach, “Classroom tasks
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need to provide learners with opportunities to exercise the full range of discourse strategies
including those related to genre, coherence, politeness, planning, convergence and repair”
(Graves, 2008, p. 161).

:

Hallidayan notions (of genre or text as the organizing principle of the syllabus) are also
based on the concept that language as a whole is used in a social context and created for that
purpose; people use it to achieve their social purposes and the texts used in the program are
based on the needs of the learner and the social context that the learner wants to participate in
(Graves, 2008).
In addition to these syllabi, in her study of Communicative Language Teaching (CLT),
Spada (2007), describes some other syllabi which she put under CLT: content-based teaching, in
which the focus is on subjects such as mathematics or history; task-based teaching, where the
focus is on performing tasks e.g. professional occupations; and participatory-based teaching, in
which the focus is on social and political issues. All if these syllabi focus on meaning and are
student-centered, but “What appears to distinguish them from one another is the content of the
instruction rather than the methodology” (Spada, 2007, p. 281).
The effectiveness of a syllabus has to do with the context in which it is implemented and
the program’s perceived goals. Certainly, in a program which is seeking proficiency in
communication, more weight is given to skills and, more specifically, conversation skills.
However, form and structure play an essential role in the development of language learning and
production. As Swain (1985), in her discussion of comprehensible input and output argues, only
meaningful connection between these two components in learning can help learners to use the
language both by understanding semantics and by using syntax to deliver a message. Nassaji
(1999) also argues that form-focused activities are essential to second language learning because
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the focus is on learning the form with the intention of understanding the meaning. Spada (2007)
states that:
There is an emerging consensus in the classroom research literature that the
inclusion of form-focused instruction is needed within exclusively or primarily
meaning-based approaches to CLT if learners are to develop higher levels of
knowledge and performance in the target language. This has been demonstrated in
descriptive, experimental, and quasi-experimental studies with adult, adolescent,
: and child learners in different second/foreign language contexts, (p. 283)'
The implementation of any ESL/EFL language program needs communicative formfocused activities at its core. The incorporation of other syllabi can follow, based on the specific
goals of a program as required. According to Spada (2007) “experience and common sense
indicate that all methods have instructional techniques and strategies that differ in their
effectiveness according to different contexts and groups of learners” (p. 272). In the context of
Canada, Canadian i Language Benchmarks (CLB) is a theoretical backbone of English as a
Second Language (ESL) and Language Instruction for Newcomers to Canada (LINC). Therefore,
it is important to have a brief understanding of the theory behind CLB and LINC. In the
following section I will present a brief description of CLB and comment on some relevant
aspects. •

A Brief Overview of Canadian Language Benchmarks
Theoretical Approach.
The theoretical components of CLB explain and analyze all elements in the CLB. As the author
of the supplement to CLB, Pawlikowska-Smith (2002), states:
The CLB is based on a functional view of language, language use and language
proficiency. Such a view relates language to the context s in which it is used and
the communicative functions it performs. The focus of the Canadian Language
Benchmarks is thus on communication and communicative proficiency in English
as a second language, (p. 7)
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Communicative proficiency (CP) is an ability to communicate, interact, express, interpret, and
negotiate meaning and understand language also in contexts and social situations (PawlikowskaSmith, 2002). Linguistic competence, textual competence, functional competence, socio-cultural
competence, and strategic competence constitute the five essential parts of the CP. Strategic
competence deals with all the competences and integrates them into one unit to the specific
context and situation. These competencies are used in everyday life, either in real situations or in
classrooms, and they indicate the level of learners’ fluency.
Elements such as syntax, morphology, lexicon, phonology and orthography constitute
linguistic competence:
Linguistic competence consists of the systematic elements of language
traditionally described by various grammars of English. It is the knowledge of the
formal code of language on how to combine the elements of grammar,
vocabulary, and pronunciation to produce well-formed sentences. (PawlikowskaSmith, 2002, p. 11)
Textual competence pertains to understanding and producing texts, spoken or written.
Pawlikowska-Smith states that “There are two areas of textual knowledge: knowledge of
cohesion and knowledge of rhetorical or conversational organization” (2002, p. 12). Cohesion,
coherence, genre/generic structure, and conversational structure are all parts of textual
competence. Functional competence deals with understanding spoken and written texts without
going beyond the literal meaning of words. And, as it is intended, “The four competency areas
in each Benchmark are derived from the macro-function of language use” (2002, p. 15).
Pawlikowska-Smith (2002) adds that, “Socio-cultural competence is about decisions and
judgments of appropriateness and at all levels of communication because socio-cultural
conventions affect all levels of speech production and interpretation, including manner,
intonation, tone of voice, facial expression, and lexical choices” (p. 20). Socio-cultural
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competence is comprised of social contextual factors, stylistic appropriateness, cultural factors,
and non-verbal communication. Social contextual factors include variables such as age, gender,
status, time, space, social function, and sensitivity to social variation in language., Stylistic
appropriateness relates to politeness conventions and sensitivity to style.

Cultural factors

encompass many components such as: knowledge of cultural references, literature and the arts,
children’s literature, pop culture, mass media culture, significant socio-cultural events,
knowledge of figures of speech and idioms, and expressions such as “oops,” “ duh, “ etc. Other
cultural factors include knowledge of social and institutional structures, history, geography,
sensitivity to dialects (regional variation); knowledge of social convention, ceremonies and
rituals, major values, beliefs, norms and taboos; and cross-cultural/multiculturalism awareness
and strategies.

In addition to these components, non-verbal communication such as body

language, non-verbal vocalizations, personal-interpersonal space, touching conventions, and
paralinguistic factors are included under socio-cultural competence (Pawlikowska-Smith, 2002).
Pedagogy of socio-cultural competence cannot be achieved through only specific sets of teaching
and instruction; it needs time, observation and analysis to be achieved.
Strategic competency, which influences the other competencies, is neither assessable nor
describable.

According to Bachman (as cited in Pawlikowska-Smith, 2002) strategic

competency is involved in many areas of other competencies:
It “manages” the integration of all the other components of language use.
Strategic competence is the cognitive capacity overseeing language use and
responsible for goal setting, assessment and planning of communication tasks,
including the accomplishment of those tasks in the face of communication
difficulties. Strategic competence activates the use of the language knowledge
components: grammatical, textual (discourse), functional, and socio-cultural. (p.
22)
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Based on Celce-Murcia, Domyei & Thurrell (as cited in Pawlikowska-Smith, 2002), the
following elements are parts of strategic competence in communicative language teaching:
avoidance/reduction strategies, achievement/compensatory strategies, stalling or time-gaining
strategies, self-monitoring strategies, and interactional strategies.

When L2 learners use

avoidance, they may try to avoid a particular subject of conversation, change the message, or
abandon it completely. In achievement or compensatory strategies, they may use circumlocution;
for example, they might say ‘the thing you cover a pillow with’ for ‘piliowcase,’ or use catch-all
words such as ‘thingy,’ or make up their own words, or use body language such as pointing or
gesturing. In stalling or time-gaining strategies, they may hesitate with words such as ‘like,’
‘well,’ or ‘actually.’ Self-monitoring strategies are when they correct themselves by saying ‘I
mean.’ And, finally, in interactional strategies, they ask for help by saying ‘what do you call...?’
or by asking for repetition (Pawlikowska-Smith, 2002).
According to the CLB document, only behavioural strategies which are observable are
included in the CLB competency assessment. As for the criteria, they should be universally
relevant in human communication, such as giving and receiving information or instructions, and
they should be useful in meeting the communication needs of learners of English as a second
language (including recent newcomers) in the integration process (Pawlikowska-Smith, 2002).
Pawlikowska-Smith (2002) observes that “The selection of competencies and tasks in the CLB
has been guided by how useful and important they are in real communication situations and tasks
that a newcomer learner may encounter in the community, in educational contexts, and on the
job”(p. 25).

,
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Philosophical Approach.
The philosophical foundation behind the CLB is based on proficiency in a second language in
terms of communicative proficiency. CLB follows a developmental process of learning in which
learners acquire and learn the language from simple to more complex structures. Also, it is said
that learners’ ability of learning the different skills does not happen in a parallel way; the
development of the skills varies. Grammar is not explicitly taught and there is no set of
grammatical elements that learners need to pass in order to move on to a new level. The main
aim of the CLB is communication competency, and in the document it is clearly stated that “The
communicative competencies are not ‘grammar -driven’ but “meaning and function-driven”
(Pawlikowska-Smith, 2002, p. 28). Furthermore, there is no correspondence between form and
function in CLB, and it is claimed that it is not possible or desirable to create a specific set of
grammatical components for each benchmark in a developmental fashion.
Pronunciation does not play an important role in regard to communicative proficiency,
and there are no corresponding elements between the two areas.

In the past, teaching

methodologies and teacher’s beliefs were based on the idea that the articulation of individual
sounds was essential in pronunciation, but more recent studies show that features that influence
intelligibility are intonation, stress, and rhythm (Pawlikowska-Smith, 2002).
Pawlikowska-Smith (2002) indicates that “The CLB is based on theory of language
proficiency rather than on a theory of second language acquisition” (p. 36). In other words, the
CLB does not endorse developmental and linear sequences, but rather, “Language learning and
acquisition are not just cumulative but integrative processes” (p. 37). Regarding curricula,
assessment, and evaluation, the CLB framework is based on communicative proficiency. CLB is
proficiency-based and competence-and-task-based. It uses the benchmarks 1 to 12 and
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competencies and tasks based on social interaction, instructions, suasion, and information
competencies for each benchmark. Basically, the CLB is a set of descriptive statements, and
these statements are put into benchmarks which are processes of different descriptors from less
complex to more complicated components (descriptors). Furthermore, the CLB deals with the
‘what and why’ of curricula but not the ‘how’ of them.

In other words, it provides the

descriptors in a continuum and also prescribes the theoretical framework behind them, but
elements of methodologies and teaching are not its focus (Pawlikowska-Smith, 2002).
CLB does not claim to be a proficiency test; however, it is claimed that “a variety of
evaluation methods and tools such as: a combination of assessment tasks, portfolio assessments,
outcomes checklists, or exit tests, can be used to check the achievement of students”
(Pawlikowska-Smith, 2002, p. 38). In the area of assessment and evaluation, the CLB adopted
rating scales focused on two areas: speaking and writing evaluation, and listening and reading
evaluation. The purpose, principles, concepts, and definitions are analyzed based on the rating
scales. The purpose of the CLB rating scales is to provide instructors with a tool to evaluate
students and also to show the relation between communicative proficiency, the core of the CLB,
and the rating scales. Some components of communicative proficiency can be classified as
follows:

linguistic competence which deals with accuracy of grammar and intelligibility of

speech; textual competence which is related to organization of discourse, mainly cohesion and
coherence; and socio-cultural competence which is related to the appropriateness of language
use.
For speaking and writing, two kinds of scoring are used: holistic and analytic. Holistic
criterion is based on effectiveness of communication; “the effectiveness criterion describes the
overall communicative effect: it determines whether the global purpose of communication has
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been achieved according to the task requirements” (Pawlikowska-Smith, 2002, p.40). Analytic
scoring refers to using “specific criteria that focus on relevant aspects of speaking or writing
performance in a given task” (Pawlikowska-Smith, 2002, p. 40). For listening and reading, the
evaluation is different from speaking and writing:
The only real criterion of performance in listening or reading is the measure of
effectiveness: the numerical score of correct responses to comprehension task.
For example, out of twenty questions related to listening or reading text, the
learner responded correctly to fifteen. (Pawlikowska-Smith, 2002, p.51)
This descriptive analysis of CLB and other approaches and methods in L2 teaching provides
some explanation for the way L2 is learned and taught, and sheds light on some of the questions
related to the learning and teaching of second languages.
Some scholars are calling for a different way of dealing with English language teaching.
Kumaravadivelu (2001) argues that the field of L2 teaching has reached a point where the
accumulation of theoretical, empirical, and pedagogical knowledge is too sophisticated to be
conceptualized in terms of methods. Rather, we should consider combinations of methods and
broader approaches.

The Community of Practice
The term ‘Community of Practice’ was introduced by Lave and Wenger in 1991. In a
nutshell, to define a CoP, one can say that Community refers to the domain in which people
attain, cooperate, and construct affiliation and Practice is a set of core foundations, conceptions,
tools, and documents community members share (Chua, 2002). ,
Community of Practice is a set of practices which are based on three important
components: it is a joint enterprise in which the members of the CoP have an understanding to
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negotiate meaning in a continuum about their conducts; it is a community where members are
involved in mutual engagement on a voluntary basis to attain the same goal; it is a community in
which the members have a shared-repertoire which is developed throughout time (Wenger,
1998). So, basically, it is a kind of voluntary knowledge building and learning where members
negotiate: identity, learning and purpose in collaboration (Burch & Nagy, 2009). Since its
introduction, the term has been referred to by many scholars, and there has been much research
based on the themes of CoP (Chua, 2002).
CoPs as Wenger (1998) referred to, go through developmental stages and develop based
on the elements which matter to the members who participate in them. The developmental stages
are based on the concepts that problems exist, and members do not have to face them alone, so
they strive to find commonality among the members in the CoP. Secondly, when people
recognize the problems, they come together to solve them by exploring, defining, and
negotiating. After, as a community, they develop practices to deal with issues they face by
engaging, creating, changing and renewing their activities. In the next stage, the community does
not operate as intensely as it did from the start, but the members and the practices continue to
exist through communicating. In the final stage, the community might not be central to the
members, but the identities created will endure (Wenger, 1998).
CoPs can exist in any organization and do not need an official status to be recognized.
They exist within organizations to deal with problems that occur where members share a
constant flow of information among themselves. Organizations can help CoPs flourish by
providing members the time to engage in activities and by constructing conditions in which the
substance communities deliver is recognized. Wenger (1998) states that “Many elements in an
organizational environment can foster or inhibit communities of practice, including management
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interest, reward systems, work processes, corporate culture, and company policies” (p. 8). These
components may not be very important in creating a CoP; nevertheless, they can promote or
hamper participation. These are two vital components of any CoP, and they need to be
recognized by any L2 educational institution or organization where CoPs exist and develop.
The development of CoPs is the primary consideration in the lens I used to formulate the
research questions in this project and to analyze the data. Other important elements of my
theoretical framework are the theories, methods, and approaches of second language learning
that must be considered. Since we know that the main part of classroom education is interaction
between teachers and students, this interaction plays a powerful role in language learning. A
person cannot learn a new language in isolation. The environment plays a significant role, as this
is where the learner practices, imitates, and creates habits in learning a second language.
Furthermore, learning a second language is developmental and stage oriented. A complex
structure of a new language cannot be produced in the very early stages of learning that
language.

Language learners need to proceed through different stages to produce such a

structure. Also, the acquisition of a second language is an innate phenomenon that cannot be
ignored. As someone who has had a lot of experience with acquiring and learning languages and
is currently in the process of learning a new one, I believe that all of these theories, methods, and
approaches contain elements situated within the framework of learning a second language.
However, as the evolution of methods of L2 teaching and learning illustrates, two important
approaches (form-focused and process-oriented) are the leading avenues which can facilitate L2
teaching and learning. Along with the importance of methods and approaches, the people using
them and the context within which they are utilized, referred to here as the Community of
Practice, is equally important.
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CHAPTER 3. METHODOLOGY
Research overview
Richards (2009) summarizes the following aspects of the qualitative approach: the study should
be locally situated where human participants are studied in natural settings; it is participant
oriented and sensitive to participant perceptions, seeking to understand their perspectives on their
world; it does not study the elements in isolation, but looks at them holistically, seeing them in
the context of the situation; and it uses different versions of research and draws on different
perspectives. According to Patton (2002), a holistic approach to understanding the phenomenon
should be based on a description which shows the relationship not in a linear causal analysis, but
through interdependence and interrelatedness of the whole phenomenon. As McKay (2006)
argues, “in investigating a culture or a particular social context, ethnographers strive to obtain an
emic perspective and a holistic view of what they are studying” (p. 78). For all of these scholars,
interrelated and interconnected components provide a better picture of the whole. The present
study has a good potential for a productive outcome since I have lived in Canada for more than
ten years and in Turkey for more than three years. I employed three research techniques;
interviews, document analysis, and personal experiences. I drew on both etic (outsider)
experiences, and my emic (insider) views of the contexts; that is, I have “an insider’s view of
[the] particular culture or community” (McKay, 2006, p. 78). I also have etic perspectives on
both Canadian and Turkish culture as I was not bom in either country.
Since my research questions involved two cases in two different settings, case study
methodology was the most appropriate one to use to find answers to my questions and to
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organize and analyze my data. The central research questions in my study were: How have the
programs evolved from a historical perspective and what are the similarities and differences?
What larger issues arise from this investigation into CoPs in two different international settings?
In what direction are the programs heading? For my first question on the history of the programs
and their similarities and difference, case study methodology was ideal because it is one of the
best approaches to find information about the history of cases (Patton, 2002). For the third
question about the evolution of both programs and what directions they are heading toward, case
study was the most appropriate method for tackling these questions since I was able to study
each case from many different angles and find the information I needed. Although I researched
and analyzed many components related to the cases in a broader sense, the focus of the study,
nevertheless, was two individual and distinct cases. Therefore, case study methodology was the
most useful method to analyze my data. By researching these cases, I might be able to make
generalizations on some issues; however the primary focus was still the detailed analysis and a
closer look at the cases under study. While these cases do not represent all ESL and EFL
programs in Canada and Turkey, emerging themes are constructed through the descriptions of
the cases (Yin, 2003).
My research drew on interviews with six research participants and my own personal
experiences, which increased the level of validity of my findings. I cannot completely guarantee
that the method and process did not affect my results. Nevertheless, I was cautious in making
claims without dependable and substantial reasoning. I was open to allowing my interviewees to
read my findings and make suggestions; however, I attempted to remain objective and avoid
bias. Although all interviews are somewhat subjective because of the ways in which questions
are worded and rephrased, I attempted to avoid bias as much as possible (Patton, 2002).
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Transparency made my study more accurate and reliable, and my reasoning is supported by facts.
And, at the same time, I have attempted to ensure that my findings were not coloured by my
presumably already-constructed ideas about the two programs. In addition, I used my personal
experience and work in both programs to give the research additional perspectives and
credibility.

Case Study Method
A qualitative research method has been adopted to gather data. Interviews, my personal
experience with both schools, and background information on EFL/ESL teaching in both settings
have been presented in comparative/intemational perspectives. I have chosen this method
because the study covers large descriptive components and the orientation needs to be
qualitative; Since the research was focused on two programs, one in Canada and one in Turkey,
case study research methods, with all of the factors related, guided the research.
Creswell (1998) notes the popularity of case study methodology, mentioning the
important history of case study research in many disciplines. Case studies involve organizing the
data by specific cases for in-depth study and comparison (Patton, 2002, p. 447). Case studies are
holistic and context sensitive; the level of analysis of case studies could be anything from an
organization to a nation-state. According to Patton (2002), what constitutes a case, or unit of
analysis, is usually determined during the design stage and becomes the basis for purposeful
sampling in qualitative inquiry. This is what I have done during my initial research. I identified
the cases which were two programs in Canada and Turkey; these constitute my units of analysis
in the study. After identifying these cases, I prepared questions which were precisely related to
each program. Patton (2002) states that:
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The case study approach to qualitative analysis constitutes a specific way of
collecting, organizing, and analyzing data; in that sense it represents an analysis
process. The purpose is to gather comprehensive, systematic, and in-depth
information about each case of interest. The analysis process results in a product:
a case study. Thus, the term case study can refer to either the process of analysis
or the product of analysis, or both (p. 447).
In my case studies I collected information about the two programs (cases) in interviews with the
research participants and also my own personal experience in the programs. I then organized this
information based on themes. Furthermore, I analyzed the themes, and during and after their
analysis, I was able to compare the themes from each case. The results of collecting, organizing,
and analyzing the cases emerged as a basis for my findings. From the beginning to the end of this
study, the units of analysis remained the same: the two programs in Turkey and Canada. Patton
(2002) states that:
Case data consist of all the information one has about each case: interview data,
observations, the documentary data (e.g., program records or files, newspaper
clippings), impressions and statements of others about the case, and contextual
information- in effect, all the information one has accumulated about each
particular case goes into that case study” (p. 449).
According to Patton (1999), almost every piece of information related to a case internally
and externally can be utilized to gather data. On a program level, important factors are: program
documents, statistical profiles, program reports and proposals, interviews with program
participants and staff, observations of the program, and program histories. The information
gathered was essential to my research questions because I was able to look at each case and find
out about their history and evolution; furthermore, the study of each case gave me enough data to
speculate on the future of the programs. Therefore, the case study methodology was the best
way to approach my study and find the information which I needed. According to Patton (2002)
a case should be detailed enough to answer the required questions and also needs to be focused
and avoid unnecessary information.
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I kept each case as a separate unit in the study to keep their distinctiveness intact. I was
able to compare and contrast the data from each case, which helped me in my analysis and
findings about the cases. As Patton (2002) states, a case study should give a clear understanding
of the case to the readers; each case is distinctive and should keep its autonomy as a unique and
holistic entity within the study. At the early stages of analysis every case should keep its
distinctiveness nevertheless, it is possible to compare and contrast cases later (Patton, 2002).
There are four questionnaires in the study and each of them is specifically designed to
deaTwith the specificity of each program and the research participants’ roles. Questionnaire A
and C are designed for the two insider participants in the Turkish and Canadian cases because the
questions aim to explore the components related to the programs under study. Questionnaire B
and D are designed to explore issues related to the two settings in a broader sense from the
perspectives of two outsider participants. Six one-hour interviews with six participants were
audio-recorded and transcribed. Furthermore, they were analyzed by coding data, finding
patterns, and labeling themes. In interpreting the findings, comparisons, consequences, and
relationships among the cases were examined.
By completing an ethical review, I obtained permission to interview six people. I have
ensured that ethical considerations were observed in this study by reassuring the participants that
the information collected would be used for research purposes only, and neither their names nor
information which could identify them will be used in any publication or presentation of the
study results. All information collected for the study will be kept confidential. Data in paper
format or stored on DVDs, CDs, USBs or other portable devices has been stored in a locked
cabinet in a locked office. Recorded information does not include their names; an identification
code has been used. Neither their names nor any other identifying information has been used in
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transcribed data. Their names or contact information are not stored in the same location, on the
same computer, CD, or any other electronic devices as the transcribed data or audio recordings.
All electronic data is stored on a password protected device.
Regarding the participants, two of them are coordinators from the institutions in Turkey
and Canada. Both of these people are females with extensive experience in the field of second
language teaching and learning. Also, the interviewees include two people from the above
institutions: one in Turkey, who has been with the school for more than eight years and is an area
head teacher of one of the regions in Istanbul, and the other in Canada, who is a co-coordinator
and teacher who has been teaching in different programs in London, Ontario, and has been
teaching at this college recently; furthermore, he has participated very actively in the field of
ESL in London. In addition, I have interviewed two more people external to the two schools
under study: one who has extensive experience in the field of ESL and the Canadian LINC
program, and the other who is a director of an English teaching and teacher training institution in
Istanbul. This range of people in the field gave me a rich and in-depth picture of not only both of
the schools I have investigated, but also the overall picture and state of ESL/EFL in Canada and
Turkey respectively.
Patton (2002) states that “Learning to identify and label program processes is a critical
evaluation skill” (p. 474). During the interviews and after the data was collected, the themes,
patterns and content were identified and labeled. Furthermore, these ideas have helped to
illustrate the nuances in my analysis of the data; it was a back-and-forth process of analyzing the
data and finding the right language to express the emerging patterns. Questions which arose
regarding the undercurrent of the ideas and their connections to each other have revealed more
depth to the study and the findings.

51

Of course, the concepts and ideas were not rigid and unchanging; however, finding the
concepts and connecting them to other elements in the process took time and evaluation. During
these evaluations, new ideas emerged. Nevertheless, “there is no absolutely ‘right’ way of stating
what emerges from the analysis” (Patton, 2002, p. 476). According to Patton (2002), “the task for
the evaluator/analyst, then, is to describe what actually happens to people in the program and
what they say about what happens to them” (p. 476). According to Richards (2009), interviews
are very important in regard to teaching and learning; participant identity and positioning have
significant analytical implications, since problems of memory and misrepresentation pose
particular challenges.

-

Most of the data from my research comes from interviews which I had with the
participants involved in the programs. These interviews were semi-directed and focused on the
processes and outcomes of the programs. When these processes and outcomes are analyzed
inductively and deductively, they can be linked together logically and deepen the understanding
in .which new patterns, concepts, and ideas may emerge from specific to general and vice versa
(Patton, 2002).
The investigation of the ESL program in Canada and the EFL program in Turkey, along
with the other programs consulted, can reveal details about the programs themselves and in
relation to other programs within the scope of a national and international comparison; The
major part of this study focused on interviews with six research participants. These people have
lived and worked in these communities and are aware of many elements of adult education and
its components in the environments under study. According to Bochner (as cited in Patton,
2002), “stories as data can stand on their own as pure description of experience or be analyzed
for connections between the psychological, sociological, cultural, political, and dramaturgic
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dimensions of human experience to reveal larger meanings” (p. 478). Patton (2002) observes
that, “Meaning-making also comes from comparing stories and cases and can take the form of
inquiring into and interpreting causes, consequences, and relationships” (p. 478).
I have also used a triangulation technique to make my finding more reliable. According
to McKay (2006), “Triangulation involves the use of multiple methods and/or multiple data
sources in order to verify the researchers’ interpretations of a community” (p. 79). As mentioned
earlier, I had three data collection techniques (document analysis/literature review, personal
experiences and interviews) to attain triangulation. I also conducted member-checking by
requesting that my interviewees verify my transcriptions and I compared the information from
my personal experiences with the programs to the information in the transcriptions.
After all of the preliminary steps of writing about the cases and organizing all of the data,
I looked at the contextual factors and compared the cases to enhance my understanding of the
bigger picture. Of course, the results are my interpretation and hypothesizing. I believe my
experience as an educator in both environments, Canada and Turkey, has made my
interpretations much stronger and more reliable. Of course, I have tried to make sure that all of
my information is reliable and that my understanding of the findings and conclusions are on a
solid ground. As Patton (2002) put it, “Interpretation means attaching significance to what was
found, making sense of findings, offering explanations, drawing conclusions, extrapolating
lessons, making inferences, considering meanings, and otherwise imposing order on an unruly
but surely patterned world” (p. 480).
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Contexts in the study
The two different settings in this study are drastically different in terms of societal and
cultural components. Turkey is a society with strongly imposed common values and a code of
conduct, although it is moving slowly to adapt more western views on issues such as human
rights and freedom of speech and expression. Canada is a modem and developed society in the
sense of technology and other elements of modernity. One might argue that in Turkey it has been
a constant struggle between the past and present since the creation of the Republic in 1923.
In the Canadian case it is different. Canada has been a modem developed society since
social movement in the 1960s, and nowadays, many Canadians entertain postmodern thoughts,
beliefs, and actions which pave the way for the future. In other words, Canadian society, like
many other western democracies, has dealt with ideas such as the separation of religion and the
state, human rights, etc., and it is a liberal democracy.
Cultural components in each society influence the students differently. In the Turkish
case, the dominant culture of society and students’ culture is basically the same (i.e, students
don’t bring a dramatically different culture to the school environment; they come from the same
culture which is dominant in their society). In Canada, students come from different places and
bring their own culture to the new environment, which contains a very different culture than
theirs.
In this chapter, I have described the methodology of my study. I have provided a general
overview of the research, including general components of qualitative studies as described by
several research methodologists in the field of education; In the method of analysis section, I
have demonstrated how the data was analyzed; in the contexts in the study section, I briefly
described the contexts of both cases. In the following chapter, an overview of the programs will
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be given; data from interviews with participants will be presented and analyzed, along with my
own experiences of the programs.

CHAPTER 4. RESEACH FINDINGS
This chapter begins with a table to identify the research participants and the information
pertaining to them. It then provides an overview of the programs in the two countries. Because
the study is focused on institutions, I have only given some necessary, preliminary information
i about the participants themselves. The chapter is structured by examining every question
pertaining to both settings. In other words, in every question both cases are examined first and
then their similarities and differences are discussed. This approach gives the reader a better
understanding, since the topics and questions discussed, and issues surrounding them, are
compared throughout.
The participants in both institutions and the independent participants are all native
speakers of English from countries such as Canada, the United States, and Great Britain. I have
used pseudonyms to protect the identity of the participants and keep their anonymity intact. As
the interview protocol was not the same for all the participants, the information in this chapter
was divided into two sections. The first four participants, Hanna, Tylor, Linda, and Elisabeth,
were all teachers and supervisors in the two institutions. The last two participants, Patricia and
Jennifer, were people who had more general expertise in ESL and EFL in the two contexts. The
data was compiled by examining the responses to every question, first from the four participants
who work for the schools, and then from the two independent participants. I have compared their
answers with each other and my own personal experiences. I believe that the two independent
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participants, especially the one in Turkey, did not really have anything to lose by being
completely honest about the questions and answers. Her insight into the issues could shed light
on elements that might not have been mentioned by the other participants in the study.

Table 4. Profiles of 6 research participants
Canada
Code/
participant

Gender Teaching
experience

Title

Hanna

Female

20 years

Supervisor Bom in Canada

English

Tylor

Male

10 years

Teacher

Bom in Canada

English

Patricia

Female

10 years

Teacher

Bom in Canada

English

Years in Canada

Languages
spoken

Turkey
Code/
participant

Gender Teaching
experience

Title

Years in Turkey

Languages
spoken

Linda

Female

30 years

Supervisor

13

English &
Turkish

Elisabeth

Female

10 years

Head
teacher

12

Jennifer

Female

20 years

Teacher/
Trainer

21

English &
Turkish
English &
Turkish
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During my interviews which were semi-directed, I asked the research participants many
questions about different aspects of their schools and work places (Appendices A, B, C, D).
Before giving more information about the interview questions, I will provide an overview of the
two programs in this study.

Overview of the Programs
Program in Turkey.
In analyzing the program in Turkey, I have looked at the type of students, funding, teaching
methods, teaching materials, a description of the program and the teaching staff.

Type o f students.
The program in Turkey is general, and the focus is not a specific set of goals for specific
learners; it caters to many types of students, and the goal of the program is to educate students in
English and to help them with their careers, jobs, or their academic lives. Students in the
program are divided into many different categories. The majority of the students in the weekday
morning and evening classes are university students who have either completed their degrees or
are in the process of completion. This group is divided into two different sub-groups: people who
are unemployed and seek employment, and people who are still attending school. The majority
of the people in the weekday evening classes are employed and, by the standards of the country,
are middle class and seek English language learning in order to communicate with foreigners
whom they are dealing with in their jobs. Many students also take courses for promotional
reasons in their jobs. Weekend classes comprise both university students and people who work
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By and large, the majority of students in every program want to further their education either in
Turkey or abroad.

Methodology o f teaching.
The program from the standpoint of methodology follows the Direct Method. According
to Larsen-Freeman (2000), in the Direct Method in teaching and learning of a target language,
the teacher uses visual demonstration of the concepts or objects to explain the subjective and
objective world. The students are not allowed to communicate in their native language or to
translate the target language.
Grammatical elements and form-based instructions play a vital role in the texts and
students’ instruction in the program, and students sometimes speak in their language and
translate. Thus, it could be tagged as a hybrid method in which both approaches, the Direct
Method and Grammar Translation, as well as the Audio-lingual method, are employed.
According to Lightbown & Spada (1999), in the traditional (grammar translation and audiolingual) instructional environments the focus is on the language, and the teachers’ goal is to teach
vocabulary and grammatical rules; thus, accuracy, correction, and form are prominent.

Teaching material.
The books in this program are written with the cooperation of the teachers and
administrators (i.e., the program does not use commercial books.) These books have gone
through a long process of being created and revised several times and many parts of the books
are still undergoing revisions. Basically, the books are divided to four sections: grammar,
reading, writing, and speaking and listening, and teachers follow the syllabi which are provided
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by the school. However, there is no specific method that they must adhere to as long as they
cover the topics required in the books.

Description o f the program.
The program is comprised of six levels, and each level is divided into four blocks:
grammar, reading, writing, and speaking and listening. The syllabi progress through these four
elements. First, the grammar block is completed and an exam is given, and then the reading
block is completed and an exam is given and so it continues for every level. The teaching
schedule is divided into three different categories: weekday mornings, weekday evenings, and
weekend mornings and evenings. Weekday morning classes are four hours in length and run
from 10:00 to 2:00 pm; weekday evening classes are three hours in length and run from 7:00 to
10:00 pm; and weekend classes are four hours in length for each slot (i.e., 9:00am to 1:00 pm
and 3:00pm to 7:00 pm.) The school also takes private students in at various times. These
students could be from companies, or may be independently wanting to improve their English.
This teaching is one-on-one.
When students enter the program, they are given placement tests for all of the skills:
grammar, reading, writing, and speaking and listening. Usually the speaking and listening test is
given by the head teacher and is an interview-style (one-on-one) assessment. After the head
teacher analyzes the grades of all the skills, students are placed in the proper level. Students’
strength in all of the skills can be different, i.e., one could have grammar level 2, reading level 3,
writing level 2, and speaking and listening level 1. It is the job of the assessor to decide which
level is appropriate for the student.
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There are mainly six levels of study in the program: level one, which is beginner; level
two, which is elementary; level three, which is pre-intermediate; level four, which is
intermediate; level five, which is upper-intermediate; and level six, which is advanced. Before
students enter level one, they are given the opportunity to have two weeks of preparation. During
these two weeks, they work with a Turkish teacher who teaches them, in Turkish, the
fundamentals such as numbers, colours, dates, and so on.
All of the courses, except for private ones which vary, comprise 120 hours. In level one,
students go through four skills, one after another; if they are in weekday morning classes, they
study for 120 hours. First, they study grammar for a week and a half. Next, they have a grammar
exam which is worth 70% of the grammar block. The other 30% is divided equally between
homework and participation marks. This process is continued for the other blocks- reading,
writing, and speaking and listening. This process is similar for the other weekday morning levels.
Students are required to have a grade of 70% in the whole course in order to pass the level.
Weekday evening classes run from 7:00 to 10:00 pm and it takes eight weeks for students
to finish the course. Students study grammar for two weeks and then have a grammar exam
which is worth 70% of the grammar block, and again the division between homework and
participation makes up the remaining 30% of the grade. The same procedure is applied to the
other skills as well, and at the end of the course, they are required to have 70% to pass to the next
level.
Weekend classes take 15 weeks to complete because students only attend the classes on
the weekends. Students study grammar for 4 weeks and they have a grammar exam. The mark
allocation is the same as the weekday classes. This process continues until the course is
completed, and the students need 70% in the overall course to pass to the next level.
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Participants.
The main body of the teaching staff in the program are foreigners; the program accepts
teachers from English-speaking countries such as Canada, the United States, Great Britain, and
Australia. There are also some teachers from non English-speaking countries, and these teachers
must be highly fluent and also have a teaching qualification. The majority of these people have
had different jobs and careers in their home countries, and their teaching experience is very
limited or non-existent. In order to be able to teach in the program, teachers need to have a
degree (BA) and also have certification of teaching English as a second language such as TEFL,
TESOL, or CELTA. Every school in the program has Turkish teachers who have diverse
responsibilities, from taking care of preparation classes to some administrative work.
Students who just enter the program and do not have any knowledge of the English
language take a preparation class that takes two weeks, including 24 hours of teaching. These
classes prepare students for level one. Area head teachers take care of concerns related to the
teachers and students in the school’s various branches. Common teacher-related issues can range
from orientation to a new country, lack of Turkish language skills, unfamiliarity with the
teaching system, unfamiliarity with the culture and lack of experience and training. Students’
complaints are usually communicated through the Turkish office staff, who then relay the
information to the head teacher. Common problems could be complaints about the standard of
teaching and teaching styles and methods. The head teacher monitors the situation by observing
the class and giving feedback to the teachers. Monitoring, generally, goes on for two weeks; if
the problem(s) are not solved, then the teacher is replaced. Usually, the problems are treated case
by case; some need urgent action, and some go through the above procedure. The program in
Turkey is a private enterprise and does not have financial or resource support from the
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government. The way it functions, and many aspects of its operation, are different from schools
such as the one under study in Canada, which traditionally received some assistance from the
government.

Program in Canada.
In analyzing the program in Canada, I have looked at the type of students, funding, teaching
methods, and a description of the program and the teaching staff.

Type o f students.
The Canadian program is designed to prepare students to function in English in the
academic world. The student body is international; however, a majority of students are from
China, Korea, and Japan. Classes are organized according to the skills that the students need to
move on to study in college or university. For each skill (reading, writing, speaking, listening)
there is a syllabus which is followed by the teachers. There are five levels of study in the
program: levels 1, 2, 3, 4, and 5. With the exception of level five, which focuses on two areas
(reading/writing, listening/speaking), each level has three areas of focus: listening and speaking,
reading, writing, and grammar (Schools internal memo).

Funding.
In the program in Canada, as for other institutions which provided ESL for immigrants
under the auspices of the government in the past, the aim has changed. With the new programs in
the 1990s (restructuring education’s goals and aims) by both provincial and federal governments
which embrace the new market principles, there was no special government funding given to
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colleges to provide language training for immigrants. Thus, programs were tailored and marketed
more to international students who were charged international fees that resulted in full costrecovery. Interestingly, many immigrants have still opted to study in the program’s ESL program
which they can access through the College’s General Arts and Science program, English
Language Studies Stream. However, they are required to pay full domestic college fees to take
this program.

Methodology o f teaching.
At first glance, the approach is similar to the skills-based syllabus, but the program
incorporates other approaches because of its academic orientation. Since English is the main
medium of communication in society (city, province), implementation of any syllabus can be
successful as opposed to a monolingual EFL class, where the tendency for using the local
language in the class is stronger.
When students enter the program, they write placement exams and are assessed by the
program coordinator or a qualified teacher, and each one is placed into the appropriate level for
each skill to be studied. There are students who are more proficient in one area in comparison to
the others; for example, one student might be strong at listening and speaking and weaker at
reading and writing. So, this student will be placed at different levels, for example, listening and
speaking level (3) and reading and writing level (2).

'

Description o f the program.
Every skill is very structured for each level. Entry level in the program is beginner’s
level one, for which students need to have a basic knowledge of English. Students with more
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knowledge can enter high beginner’s level 2; neither level is appropriate for absolute beginners.
The students spend four months at each of these levels. They have to take a Skills (grammar)
course for 8 hours per week, a Speaking and Listening course for 8 hours per week, a Reading
and Writing course for 6 hours per week, and engage in self-directed computer-assisted language
learning for 3 hours per week. The courses are very structured; for each course, students have a
textbook that they must buy. Tests and quizzes are regularly given to the students, and they use
computer software to assist in improving their language skills. After the students have completed
this level, they should be ready to move on to the intermediate level.
Level Three is very similar in its structure. The students have to study for four months in
the program at a low intermediate level. Students who are able to pass the assessment are placed
at this level. In grammar, the students have to study for 8 hours per week in which they learn
complex and conditional sentences. For Speaking and Listening, the students study for 8 hours
per week, and the emphasis of the course is on functional communication and comprehension.
During this time, the students study for 6 hours per week in Reading and Writing, where they
read short passages and study paragraph formation in writing essays. In addition to these courses,
for 3 hours per week the students engage in self-directed, computer-assisted language learning.
As in Level Two, the students are given tests regularly and their progress is monitored. Upon
completing this level, the students should be ready to move on to the high-intermediate level.
The duration of Level Four (high-intermediate) is the same as the other levels. The
students study passive voice, complex sentences, and high-intermediate grammar for 8 hours per
week. In Listening and Speaking, the students study for 6 hours per week, and the focus is on
expressing abstract ideas properly and making inferences. For Reading and Writing, the students
study for 8 hours per week, and focus on paragraph writing, scanning, skimming, and making
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inferences. These students also engage in self-directed computer-assisted language learning for at
least 3 hours per week. All of the courses at level four have textbooks which the students are
required to buy, and homework and tests are given regularly. When the students complete the
level successfully, they can take the College’s English Evaluation Test, which indicates if the
students are ready for post-secondary study. Students who obtain the required grade (70%) may
use this achievement to meet the language requirements for admission to undergraduate career
diploma programs at the college. At level four, the components are more complex; it seems like a
linear move from simple to complex constructions. In listening and speaking, two goals are
pursued: critical appreciation of film, popular music and broadcast media, and development of
public presentation skills.

Furthermore, in language skills, goals are more complicated.

Advanced relational sentence structures, complex infinitive/gerund choice, subjunctive mood,
and tense sequences, conditional, adjectival and clausal reversals, and complex modals which
include implications of grammar of meaning are studied. In addition to the two components (L/S
and Language skills), in reading and writing the same idea of moving from simple constructions
to more complex ones is followed, and at this level students develop essay writing and
composition, creative writing skills, library and on-line research, critical interpretation of
increasingly complex, authentic readings, and specialized vocabulary study.
Level Five is more complex than other levels, because at this level, the students are
prepared for academic study either at college or university. Nevertheless, this level could also be
beneficial for the students who want to study at an advanced level to improve their understanding
of the English language. As in the other levels, Level Five takes four months for the students to
complete. In order to get admission to this level, the students must pass Level Four of the
program or show competency for the level on the College Placement Test.
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There are three courses that students have to take at this level: Reading and Research for
8 hours per week, Writing and Rhetoric for 8 hours per week, and Speaking and Listening for 6
hours per week. Students are also expected to engage in self-directed computer-assisted language
learning for 3 hours a week. All of the courses at this level are directed toward academic study.
The College has an agreement with the local University and its constituent colleges that
recognizes students’ achievement (with 80% in all courses) in Level 5 as adequate demonstration
of language proficiency. Level 5 graduates do not have to write TOEFL or any other
standardized test for admission to these schools.
Fees for classes are based on number of weeks studied at the program. The school
charges $1,100 for four weeks of study, and also charges $60 for international insurance, which
is mandatory; the total fee for four weeks, then, is $1,160. The cost for textbooks is between
$150 to $250 for each level. However, if a student wants to study only for four weeks, the cost is
$50. Students are required to deposit $200 and when their session is done, and can return their
books in good condition in order to receive $150 back. Upon completion of the application for
the program, students must deposit $100, and when they start the classes, the money is applied to
their tuition fees. $250 of the deposit, which should be $1000, is not refundable, and if students
ask for Homestay services, an additional $100 is also not refundable. If, for any reason, students
do not want to continue study at the program within the first five days, their money is refunded
except for the unrefundable elements; if they study for more than five days, there is no refund.
In addition to this information, the school helps prospective students by estimating how much
money they need for monthly expenses such as accommodation, transportation, food, books,
school supplies, and entertainment. The method of payment is through banking (the Bank of
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Nova Scotia) in which people have to wire the money for the study, and if they wish to make the
payment by different methods, they must do so in person.
People can apply online to the school’s programs, and steps to take such as getting a visa,
making payment, etc. are clearly guided; furthermore, many ways of assisting students such as
an airport pickup, housing assistance, etc. are offered. The school’s application online is very
straightforward and does not contain many complicated questions.

Participants.
In order to be able to teach in the program as a full-time instructor, teachers need to have
a master’s degree or, for the part-timers, an undergraduate degree, and also must have
certification of teaching English as a second language such as TEFL. As Hanna states:
There is a little bit of difference between full-time professor positions and
contract teachers. A full-time professor now, in order to have a resume accepted
for even an interview for a full-time position, must have a minimum of a master’s
degree, and preferably in a teachable subject. So, for example, in English or
something like that. We prefer to have people with formal education training, for
example, a bachelor of education, and they must also have appropriate TESL
(Teaching English as a Second Language) qualifications that would be
commensurate with the standards of TESL Ontario. For part-time or contract
teachers, we have not always required them to have a master’s degree. They do
need to have an undergraduate degree and appropriate background training in
teaching English as a second language, a certificate which would be compatible
with TESL Ontario requirements.
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The evolution of both programs and their history
I have analyzed the history and evolution of both programs in the context of ESL and
EFL settings and have tried to understand their evolution in connection with my research
questions. Historically, how have the programs evolved and in which ways are they similar or
different? What are the implications internationally from the perspective of CoP? What will be
the future of the programs? As I have said earlier, the two schools were analyzed also from the
point of view of Communities of Practice (CoP) to try to understand how they operated and how
in two different settings, ESL and EFL, the schools have been able to work in order to achieve
the same goal, helping their students to learn English.

.

.

,

In the case of Turkey, the program’s focus from the beginning was to attract as many
students as possible from all parts of society, so it was not directed towards a specific group of
people. Students are people who aim to improve their English to find a job, to receive
promotions in their existing jobs, to be able to communicate with foreigners professionally and
socially, and to have a certificate which shows that they have passed a certain level of English
for employment. It appears that the policies that have worked effectively from the standpoint of
the school, financially and educationally, have endured. In the end, the management at the school
decided to create its own books. Furthermore, the financial element is very important. As Linda
points out, the program has moved from commercial books to materials created by the school
itself to avoid copyright issues, which at the same time creates more revenue and can possibly
make the program more focused on financial gain.
Linda characterized the process as:
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Initially we started with several commercial course books and the trend here in
Turkey for large schools, Turkish owned schools, is to produce your own material
so about six years ago we started writing course books and they are constantly
under revision so basically we are a six level program, general English, each one
of our general English programs one through six which would be beginner
through advanced is a 120 hour program. Right now we use what we call the
. . focus block going from the more concrete to the more abstract skill which is our
first focus block is grammar and we go on to reading, writing, and finally
listening and speaking.
And Elisabeth stated that:
Starting at our school in 2001, at the time the school was using Interchange level
1,2,3, beginner,; elementary, and pre-intermediate and then Interactions for
intermediate, Mosaic 1 for upper-intermediate and Mosaic 2 for Advanced; and
earlier on in our school we did have a syllabus that we at least stuck to. Before the
classes finished, we had a specific amount of time, a set time to finish the courses
in (120 hours) and we weren’t supposed to use material but we were not
monitored so much.
By creating their own in-house books, the program has become more focused and
structured, and it also has become more profitable since the program does not have to spend
money on clearing copyrights.
The evolution of the program in Canada has been gradual; the program from the
beginning was more focused on immigrants, and it was organized to meet the needs of
immigrants who want to find a job and integrate into a Canadian community. It has moved from
that phase to a more cost-effective operation. Nowadays, the majority of students are
international students who want to continue an academic education in Canada, and that is the
sole purpose of their studies. Harris, Leung, & Rampton (2002) argue that in the 1960s, 1970s,
and 1980s, the situation was different for migrants. A huge majority of the migrants at that time
worked in factories, and for these people it was very difficult, if not impossible, to move back
and forth between their countries of origin and the host countries. This trend has changed for
many immigrants; many of them come to the host country with the purpose of educating
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themselves and with the option of returning to their countries of origin. They want to be able to
travel back and forth and obtain dual-citizenship. When we look at the description of the
program in Canada by research participants, we see how the aim and direction of the program
have changed through time. As Hanna puts it:
Well the ESL program at our college was initially begun to meet the needs of
government training for newcomers to Canada so the students were primarily
either people who had landed immigrant status or people who were refugees and
people of both categories were qualified to have some government assistance with
language training... At that time the government supplied their language training
to newcomers through the community college system across Canada. At that time
we also had a few international students who paid the full cost of their tuition
themselves but the majority of our program was for government funded
immigrants and refugees... Our college still participated in that for a while and of
course it has now become the LINC program which is language instruction for
newcomers but currently we don’t offer any LINC programming so in other
words no government funded language training for newcomers .... International
students pay the total cost of their English language education themselves. We do
have a few ... landed immigrant or citizen students and they pay regular domestic
tuition rates the same as they would for any other post- secondary programs to
attend our ... English. We have changed quite a bit over the years from being
fully government funded... in other words free tuition, some funded, some living
allowance and childcare and so on for immigrants and refugees to a more cost
recovery model teaching international students most of whom are interested in
going on to do a university or college program in Canada.
And also Tylor briefly sums it up:
Actually I should point out that after we were in LINC, we dropped LINC and we
became just an ESL program and it has slowly evolved to predominant clientele,
which is English for Academic Purposes. I would say that 80 to 90% of our
clients are targeting post-secondary study in English programs whether it is
college or university.
:
By looking at the answers from the participants in both countries, we can see that in both
settings one issue has become the focal point: financial gain. In the case of Canada, the
participants have mentioned that the program has moved from teaching immigrants and refugees
for the general purpose of learning the language for daily activities, integration, and employment
to more specific goals, making the program financially sound. Secondly, the focus has also
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changed from general goals to a specific goal, preparing the students for academic education. In
the Turkish case, the program has kept its generic nature of general English with supplementary
components for ESP (English for Specific Purposes) when it is needed, and the student
population is predominately Turkish, with varying socioeconomic backgrounds Students aim to
gain knowledge of English language for finding a better job, getting a job promotion, entering
universities which require a good command of English, and communicating with foreigners
either in work or socially. Financial gain and accountability have been the common goals in both
settings for a long time.

Impacts of government policies
The influence of governments on educational policies in both settings is quite different. In the
case of Turkey, the government plays a significant role in how schools function and almost all
aspects of education are strictly controlled by the Ministry of National Education (Cetinkaya,
2005). And as Cinoglu (2006) stated, “One of the major problems in Turkish education is its
central management. The Turkish education system has highly centralized governance” (p. 677).
Public schools are also monitored and controlled strictly by the Ministry of National Education.
Elisabeth argued that:
If you look at our schools in Turkey each classroom must have a picture of
Ataturk hanging on the wall plus I think the first two verses of the national
anthem Istiklal March. Also the government actually governs physically what
should be in the classrooms and in the school. The government has lists of how
many chairs a school has even if it is a private school regardless of if it is
government owned or privately run; every aspect of the school is overseen and
governed down to chairs and hatstands; and things like that.
In addition to controlling and monitoring these aspects of education, the political culture
of Turkish society also plays a crucial role in what is acceptable and not acceptable for
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discussion in classrooms (Ioannis, 2004). This clearly can curtail the flow and exchange of
information among students and teachers. Elisabeth’s comments on this issue are revealing when
she argues:
As far as I know the government does not state what can or can’t be taught in the
syllabus; however, teachers and students still have to adhere to the laws of the
land. So for example in Turkey, there is the 301 article in the constitution which
means you can’t insult Turkishness; you can’t insult or criticize the government or
politicians in power; you can’t insult or criticize Ataturk, the founder of the
Turkish republic; you can’t promote terrorism or be seen to agree with or promote
terrorism; all these things you can be prosecuted for... these are laws of the
land... whether you are in a school or an office or a hairdresser you can’t mention
these things.
Furthermore, sociocultural elements in Turkish society can have enormous influences on the
classroom and on activities related to the lesson or topics that might come up in discussions,
especially at higher levels where students can communicate and understand the language in
many contexts. As Elisabeth argued:
...but it is not really all from the point of what the government says you can or
can’t do. It creates problems in the classrooms if you talk about politics or
homosexuality ... people have very black and white views in Turkey; when
somebody thinks they are right, they are right and there is nothing you can do to
persuade them from their point of view that isn’t the law of the education ministry
or anything like that.
The influence of government and political culture of the Turkish society on classroom activities
is immense. In order to facilitate a more open environment allowing unrestricted classroom
activities and conversation, a more open mentality towards differences and ideas needs to be
encouraged.
. This is not necessarily true about Canada. The government does not interfere in the
business of private schools to the same extent as it does in Turkey, and this difference is
significant. The role of the government is very limited in monitoring private ESL schools and
even for schools which are not private, the level of scrutiny mainly stays at the financial level
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rather than at the level of what is and is not taught at school. Government policy does not have
many direct influences on the programs because of the private nature of institutions. As Hanna
explains, “That is not as relevant to the college situation as it is to government funded programs;
in our case we look more intemally-how do we keep improving the quality of our program? And
it is not regulated by the provincial government”. However, Tylor’s comments suggest that the
Canadian government is more interested in ESL nowadays:
The Bridging programs, a lot of students have benefited from those. Foreign
trained professional wouldn’t have had the same chances if it were not for those
programs. OSAP is funding ESL programs-that’s obviously a governmental
decision. All our funding, except for this program, comes from government
policies and that is great because they are trying to give.... The opportunities have
been opening up in the last 5 years I have seen more programs open up than
before.
,
In Turkey many aspects of activities and procedures related to schooling are controlled
and monitored by the government, which also has a lot of control on society as a whole. Policies
are more restrictive because of the nature of Turkey’s political structure and history. On the
contrary, the Canadian government does not have any role in monitoring these schools in areas
such as curriculum, syllabus, etc. and is definitely not concerned with what is taught at these
schools. As Hanna stated, “in our case we look more internally how do we keep improving the
quality of our program. And it is not regulated by the provincial government.” In addition,
Canadian society, in general, respects the privacy and rights of individuals. Freedom of
expression and conscience are two important pillars of the Canadian Charter of Rights and
Freedoms, and governments and institutions do not actively seek to intrude into these areas. As
Tylor simply states, “there are no mandates by any government that tells us what we should be
teaching so as much as ... our job is to prepare people for the next level... so there is no minister
for ESL... there is no standard that we have to meet”. The amount of interference by the
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governments differentiate these two settings; on the one hand, the atmosphere of classrooms in
the Canadian context is generally open for discussion about any topic, and on the other it is more
restricted in the Turkish case.

Services and courses offered in schools
Regarding the services and courses offered, the two schools are different to a large extent and
similar in some ways. Firstly, we can say that both schools offer general English; however, they
do so differently. In the Turkish case, the school’s main orientation is general English and the
majority of students study within the general program; of course, some do specific courses such
as TOEFL. Here are two observations by Elisabeth and Linda:
Well, our school generally offers basic general English program, and it is our
most popular program. However, when students get into intermediate, upperintermediate, and advanced level, they can also choose one of our ESP programs,
English for special purposes, and that is legal English, business English. For
example, you can go and do TEOFL, TOEIC... when you get up to more
advanced levels, there are different programs a student can buy, take, whatever...
but generally we offer a very broad general English program. (Elisabeth)
We also customize programs to fit business needs; occasionally, I go onsite to a
business and shadow the staff for a day or two and then figure out what they need
and write a program for them, so basically we supply any type of EFL education
that our clients request. (Linda)
The Canadian school has a very structured course outline and goals. Basically, their goal
is to prepare the significant majority of students (close to 85%) for university or college. To
achieve this goal, the program needs to be rigorous and focused. However, it is not possible to
teach lower levels such as level one or two English for specific purposes when students do not
have the basic knowledge of the language. We can argue that at least from level 1 to level 3,
general English is very important in the Canadian program.
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In my area we offer an intensive ESL program so full-time study in ESL; we are
located at college so students have access to additional services so they have
counseling, they have intramural sports, they have an international office, they
have people who can help them to find part-time jobs, to find places to live with
Canadian families...testing and learning centre so there are a lot of additional
services and activities for our students because we are located within a college.
(Hanna)
We run levels 1 to 5; 1 is a new course, this is the second semester; beginner
through to advanced. We offer skills... classes for skills; reading, writing,
speaking, listening and grammar. Level 5 students can go to university without
taking a TOEFL as long as they obtain 80% in the three courses; they can get a B
and it gets them to our college. (Tylor)
There is one aspect which is more or less similar in both settings (general English). They
are different in that the school in Canada is located within a larger institution and uses the
facilities which belong to the whole institution, and students in the program have a lot of
opportunities to interact and receive the help that they might need from different offices within
the institution. The program in Turkey does not possess such facilities since students already live
in their home country.

Success in providing ESL and EFL
Regarding the level of success of students, all of the participants unanimously agreed that their
programs have been very successful in providing students with the education they need for their
future goals. In the Turkish case, Elisabeth argued:
I think we’ve had a great success. We get students who might have got lessons
and then come back after years because they had been very happy with the system
in our school and the education that they received from us. Students who still
continue to come to free activity classes, our speaking activity classes that we
have had year after year because they have been very happy with the education
they’ve received from our school.
And Linda added that:
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For many years now our school has been the frontrunner in Turkey for English
language instruction. We have over 60,000 students who have gone through and
completed our program and we always seem to have students and we have
students that come back to us even 5 years later.
In the Canadian case two of the research participants argued that:
Well, I think we measure our success primarily by knowing if we equip our
students to meet their long-term goals; we are sending an increasing number of
students to university and we have tracked the students who have gone to K.
College for the last several years and there has not been one graduate from our
program who had to withdraw from K. University College for academic failure.
(Hanna)
One of our biggest successes is currently any students have graduated from the
program gone to K. or H. Colleges; we now have the report of students... students
have stopped after a year but not because of the marks so we have definitely been
able to continue as far as I know have a perfect or near perfect record with
students who have moved forward from our academic preparation classes. (Tylor)
In my personal experience I believe that there are many issues that related to this area and
studies which focus on more micro-level analysis (students) can be more revealing. However, as
an instructor in both settings and as an administrator in the Turkish case, I believe since many
students have not had experiences and opportunities to study in other language schools, it would
be difficult for them to judge their own progress and the delivery of quality education by the
schools.

Characteristics of a successful program
The main emerging themes in this area are: how curricula and syllabi are designed, the role of
teachers in classroom instructions, the needs and goals of students to be considered, how
technology is utilized, the requirement of small classes, communicative oriented methods to be
practiced, the motivation of students, and the need for student-centered classrooms.
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The focus in the Turkish program centered mostly on teachers. As the participants have
stated, regardless of the structure of a program, teachers play the most important role for it to be
successful. As Linda states, “It is about how active and professional and prepared the teacher is.
Teachers make the difference [no] matter what syllabus, what curriculum, what books you are
using; to me it is the teacher”. Elizabeth also adds, “It depends on the students really, I think it
depends on the teachers as well; you can have a fabulous program in place but the teachers are
not right for the job or for the class obviously”. Research participants argued that the role of
students, if not as important as the role of teachers, can affect the class environment greatly. As
for the role of students in classrooms, participants had different views.
Elisabeth argued that:
Well, students shouldn’t speak Turkish in class; they shouldn’t have their
telephones on; they have to do a certain amount of homework, attend a certain
amount of lessons, etc... but you cannot put too much pressure on paying
customers. However, basic rules and courtesies do apply in thé classrooms. A lot
of it really has to do with the teacher. The teacher is the key medium in the
classroom-not the book, not the overhead projector or whatever; it is the teacher.
Some of the emerging themes and points on this issue are common among all of the
participants. Many of them specifically identified elements related to teachers, students, and
materials that are crucial parts of a successful program. Tylor states, “I have seen great programs
flop because of a wrong teacher and I have seen a mediocre program do fairly well because of a
good teacher.”
Hanna stated that:

v

Even in programs with limited resources which may not have complete
beautifully solid curriculum and syllabi, a skillful teacher can still respond to the
needs of his or her students in an expert way and make the experience relevant to
them.
Also, Hanna characterized the issue as:
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You can lead a horse to water but you cannot make it drink and that is absolutely
true, and certainly motivation, aptitude and motivation of the student are also key
ingredients and again in a student-centered environment we encourage students to
take responsibility for what they want to learn, how they want to learn it, and their
need to step up and do their part.
Of course, in addition to these parts, the materials and curriculum/syllabi were the other
parts that the participants in the Canadian program argued to be necessary for a successful
program. Tylor stated that “I think that set curriculum and organized curriculum are number one.
Students don’t come to anything without knowing what is going on...the right materials to
connect that.” I believe that an important key aspect of curricula and syllabi is versatility and
adaptability. A static curriculum can generate stagnation because it sticks with the same material
and focus. A dynamic curriculum can change with time and its fluid nature fosters adaptability.
As Hanna stated:
The curriculum design is not a static thing; when it is dynamic, it is ongoing ,so
the program has to be designed in such a way so that it is possible to evaluate the
success of the curriculum and syllabus and to be able to respond to any changes
required.
Most of the research participants in both programs argued that the teachers’ role is an
essential component of a successful program, and added that the role of students is almost as
important as the role of teachers. Regarding differences, the participants in the Canadian
program also believed that resources are important in having a successful program, but this
component was not mentioned by the research participants in Turkey. Another important issue
was curriculum and the design of courses. The Canadian participants argued for more fluid
design in curriculum and syllabi, which I believe stems from the nature of their program which
demands different material and designs to cope with a variety of students in their program.
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Challenges and gaps
The challenges and gaps varied in both programs, but the major challenge in both programs was
student perception of language learning. In the case of Turkey, participants believe that the role
of teachers in dealing with how students perceive language learning the problem is essential, and
in fact the research participants’ focus was very much on teachers and their roles. As Linda
argued:
We probably need more onsite teacher training, probably more onsite
observations, trying to free up the head teachers more from their vast jobs to
actually put more time and energy into monitoring and training the teachers onsite
and making sure that they follow policy and procedure for all issues.
And Elisabeth added that:
I think teachers need to be friendly but firm with the students, warm but firm. It is
up to the teacher, not the institution, to instill responsibility in the students. It is up
to the teacher to inspire the students to learn English and to want to learn English
and to want to participate in the classroom. Of course, the school can set down
some rules and guidelines what the students should or shouldn’t do in the
classroom, but their assessment is based on a certain amount of homework or
participation or exams, it’s that, but it is really up to the teacher to make the
students’ responsibilities instill and inspire students in the classroom.
In the case of Canada, as the participants argued and as I as an instructor witnessed, the
majority of immigrants who attend classes in Ontario want to learn the language as quickly as
possible, find a job, and find their status in the community. Therefore, the first step is to learn the
language, and it is a stumbling block for anybody regardless of their ability. Of course, it is
different for people who attend government-funded schools or for people who attend private
schools. There is pressure, but it can be different for each group; pressure can come from the
government in the case of many immigrants and from students’ parents in the case of
international students. Of course, some of the participants mentioned elements such as available
facilities and resources, teachers’ roles, etc. As Tylor stated:
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Our students are in a rush. I always thought of the immigrant population because
they want to make their own life and you see the same thing in the international
students. The challenge is trying to get them to slow down enough to be prepared,
but that’s where the gap comes in. They are not given that freedom; they are not
given that time. The government has, more and more, especially Ontario’s, looked
to those involved in the profession to get advice; maybe they need to make more
of that happen where there are more educated decisions being made. It would be
for their benefit [cost effectiveness]
Hanna argued that:
i

Challenges are getting students to believe or understand that they have to take
responsibility for their own education and they cannot just pay the money and
automatically learn English. Also, there is the idea that you’re paying for a
certificate; you are not actually paying to learn English and as long as you have a
certificate it doesn’t matter, so that creates problems. It is very difficult to teach
them [students] how to write their own ideas.

In addition, Canadian participants argued more for institutional and governmental intervention
for better strategies and goals.
Well, I think that within the college system we have to constantly work on ....
advocating for the program and for the students to make sure that the receiving
institutions— the university or college programs- understand the importance of
ESL and the importance of ongoing support for our students when they arrive
there at those programs (Hanna).
It takes time to check peoples’ doctor’s degrees from other countries and whether
or not they are good or not. I would love a study, say that in an ESL course and
EAP course, to see which one is better when you have got in another school with
, 35 students in a class, some places 16 and ours is 16 and see which one is more
effective and more successful in the long run... which one is more expensive and
which one is not more expensive...which program is best for which type of
profession? How can we get these people into the workforce? Which is what the
government really wants, but it is not only what the government wants but what
these people want. A doctor coming from Trinidad and Tobago wants to be a
doctor, doesn’t want to be a student and is there a process to do this and... so
basically we do three hours at college where we basically say that this student can
go to a program or ESL or somewhere else-profession specific training . But we
are not doing that; we are not telling the student that this is what they need to do.
We are waiting for students to ask us. The government is waiting for students to
ask this is what I have got.... to come here with a plan. They are doctors; ok,
when you first get to Toronto, you can do this; you can do th is;... I don’t know...
we kind of throw them here and then say now do what you think is the best. And
the student is always looking for people with answers. (Tylor)
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Regarding how to deal with this problem, participants had different views. The research
participants in Turkey believed that the role of teachers is essential to deal with challenges and
gaps presented, and their focus was very much on that factor. As for Canadian participants,
teachers and students were important, but the role of governments and institutions involved was
also significant. I believe that putting all responsibilities on teachers’ shoulders can be
problematic in some cases because we need to consider some factors in this regard. Teachers
with no experience can have a hard time dealing with different issues arising in classrooms. A
supporting system is required to train teachers before they start working in the system. In the
Turkish case, the administrators and managements try to make such an effort and make sure that
teachers are prepared before entering classrooms, and it has been successful generally. However,
I have encountered cases where the teachers had very short notice to start a class and they were
not comfortable even going into classes. The problem is being dealt with recently, and the
program’s direction is to rectify this problem by giving new teachers more time and training so
that they can prepare themselves for teaching classes more effectively. In Canada, the
environment is very different; there is more supply than demand. Not everyone is hired to teach
and the selection of teachers is more rigorous and scrutinized. Therefore, the probability of hiring
more qualified teachers is very high and the program does not hire any full-time instructors
unless they have a master’s degree in second language education.

Books and resources
Another topic in which I sought information was about the selection criteria for books and
resources in the schools. On this point, the institutions under study are going in very different
directions.
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In the case of Turkey, the school had used commercial books from the start of its
operation as an EFL institution, but evolved away from commercial books to their own books
and publications. These books were initially created by teachers and people who worked for the
institution, and the rationale and motives behind changing from commercial books to in-house
books was to create more revenue for the school: “Our school has been using its own books since
I think probably 2006; we haven’t changed the materials since then... because they are
constantly reviewed and re-edited” (Elisabeth).
And as Linda stated:
We changed books every couple of years; trying to find the right ones; the longest
we kept any commercialized books was about four years. Currently we use our
books; some of them are on the third or fourth revisions. Some have had minor
changes and some have had major changes... to modernize and update and
improve.
There are many questions surrounding this area. The books are prepared for a grammar-based
program. Some students prefer to use these books and some do not. In some areas of the books,
such as reading or writing, there are many parts which need major revisions. These parts can be
difficult for teachers to explain to students because they are not EFL oriented (i.e., they appear to
be prepared more for English mother tongue classes.)
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In the Canadian case, the situation is completely different. From the very start of the
program the issue of copyright has always been considered by the school. The initial simple
materials have evolved into more updated and focused books and resources for the program. This
may stem from the fact that laws and regulations regarding copyright are stricter in Canada and,
specifically, the institution under study. Hanna stated that:
The program is reviewed at a minimum of every 5 years but in between we
frequently work on ways to improve the quality of our syllabus materials so as
teachers or coordinators ... new resources which suit the students in our program
or I suppose conversely if we feel that there are flaws in our materials that we...
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then we search for new materials. Actually it depends a little bit on the course and
the level; some courses are difficult just to find the right materials for so we tend
to change them more frequently.
And Tylor argued that:
If you are asking about my three years at our school, we change them [books and
resources] quite frequently and because during my tenure there we are seeing that
movement from ESL to EAP... Ideally we wouldn’t do that so often but at the
same time we know that with our large Chinese population that we currently have
that it was a lot of communication, a lot of help, going back and forth, so change
was the result of that.
We can see that the program in Canada is more focused and goal-oriented and the
direction of the program is very much client-oriented. One can make the same argument for the
case in Turkey but definitely in a very different way; the sole purpose of the program in Turkey
is to make profit, with any necessary adjustments to the curriculum in order to attract clientele.
Preparation of books and syllabi are two important components of a curriculum, and if there are
discrepancies in these areas, the focus and goals can be compromised. Cummins and Man (2007)
argue that in a skills-based program:
The problem comes from the fact that none of the four language skills represents a
unitary construct. If we ignore the distinctions within the four language skills we
risk designing curricula and language instruction practices that are poorly aligned
with the needs of learners and the overall goals of the program, (p.797)
This quote is very relevant to this study because it directly challenges skills-based
programs. In the Turkish case, I noticed that the curriculum is not structured around pedagogical
objectives. Basically, the texts are the results of work by teachers and head teachers who have
worked in the program. Since the introduction of the books in 2007, there have been numerous
revisions in almost every part of the books from level one to level six. These revisions have been
in the areas of semantics and syntax. Every book at each level is divided into four blocks:
grammar, reading, writing, and speaking and listening, but close analysis of the books reveals
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that the undercurrents of all blocks are based on grammar. Therefore, in practice, most
components of grammar blocks are repeated in proceeding blocks. This creates boredom for
students on the one hand, and gives teachers reasons to use a significant amount of
supplementary resources; in turn, this results in ignoring or disregarding many parts and
exercises in the books.

Methods of teaching
On the issue of methods of teaching, the research participants had different views. In the case of
Turkey, the focus is not very clear. Of course the teachers in the system try to educate the
students and teach them how to become more fluent speakers, but the school has not adapted a
more focused method, so a very structured approach does not exist. And if we look at the
evolution of the program, we see that from the beginning until this point, the materials for
teaching i.e., books, audio, video, etc. have changed to try making their own program
independent from commercial books. Thus, the program is not spending financial resources on
copyrights. Nevertheless, the focus and methods of teaching are not very clearly stated. As
Elisabeth stated:
We have a syllabus, we have our books, and we have a set amount of time in
which a class should be completed; we ask the teachers to cover the material
specified in the syllabi and in the books; however, we don’t adhere to say specific
methodology of teaching.
The lack of focus on methodology can be connected to the imbalance between finance and
education. Financial aspects of the program to create more revenue overpower the time spent on
the importance of teaching methods.
Some within the Canadian program stated that the program’s evolution through time has
created a more communicative and goal-oriented approach to teaching in the school. This is due
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to moving from a government-supported ESL program for newcomers to Canada to a more
financially viable and more focused program in terms of goals, in which the majority of the
students are international and pay full tuition fees:
I would say our focus now is EAP (English for Academic Purposes) for sure and
so that is our approach; our grammar skills are important because of ... writing is
more towards essay development vs. writing a memo or taking a phone message.
We definitely need to serve the clientele and it is important to us as well. (Tylor)
Since the clientele pays the full tuition and the program generates revenue for the school, the
methodology and approach to language teaching has been adapted based on what the market
requires.
Histories of both schools reveal that in both cases financial gain is a significant factor and
has played a major role in designing the methods and approaches to teaching and as well in
creating the syllabi in both settings. Elisabeth states that “EFL is a big business in Turkey,
unfortunately in many schools the emphasis on profit outweighs the importance of a good
education.” While the curricular changes in Turkey (materials) have occurred in order to increase
profit, there have not been significant changes in teaching methods. In the Canadian case, the
objectives have changed to a focus on academic English to follow the changes in clientele, so the
changes in teaching methods reflect the movement from general to academic English. The
methods and approaches to teaching are very different in these two contexts because the
Canadian school focuses on developing skills, while the Turkish school does not have a specific
methodological focus but is structured by books and materials. Unfortunately, the importance of
effective language teaching is overshadowed in the Turkish case because of the need to run a
cost-effective program.
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Characteristics of students
In the case of Turkey, many students in the program study for university or are already in
university and have an academic life. As Linda stated, “We are adult schools; about 70-75% of
our students are university people, 20-35, young professionals. There is a limited number of 18
and 19 year olds and then from forty plus up we have a small percentage of students, so it is
diverse.” Furthermore, students attend the programs for various reasons: people who are already
at university want to improve their English for academic studies; people who work and need
English for the jobs; and people who want to learn English for ability to communicate. And
Elisabeth added that:
Generally the age group of the students ranges from, probably 18 to 25; most of
the students are about to go to university; they are at university; or they have just
graduated from university and are looking for a job, perhaps going for further
education, master’s programs, something like that... some working people, often
people are looking to better themselves in their position; perhaps for promotions
or pay raise.
As already mentioned by Elisabeth (in the previous section) many students in the
program are not socially mature and it seems that a new shift has emerged in society in which the
younger generations are more pampered. This phenomenon can be related to the socioeconomic
levels of students and their families because many students in the private sectors come from the
middle or upper-middle classes.
As Elisabeth stated:
I do think that children bom after, people bom after 1980, have been a lot more
spoiled. Their parents have tried to give them a better life; they don’t seem to
have a lot of responsibility; they don’t seem to understand the consequences of
their actions and anything like that. So we have a lot of students who come in and
believe that they can pay money and learn English without really having to bother
to study or try and because they’ve paid, they believe they can have or get
whatever they like. They think that if I pay money and if I want to pass to the next
level then I should be able to and if my teacher at the school says ‘no you can’t’
then of course they will threaten to cancel their contract. So if you don’t do this, I
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am going to do that, or I know so and so or I am going to call your boss and
complain. So we have a lot of that and it seems to be increasing as the dynamics
of our students are changing.
In the following quote Jennifer described profiles of students who attend English classes
and how some people get through schools and what companies actually want from their
employees. She stated that:
You get people attending the program for all sorts of reasons. If you walked
upstairs now to see who’s in the classroom, a lot of them are professionals who
need the language. It is not so much that they need the language to do the job
they’ve got now, they are not satisfied with the job they’ve got now, they’d like to
apply for another job and a lot of job adverts require English. Again, not
necessarily that you have to have English to do the job. In this society you can
pay your way through a private education. You can get through an expensive
private school and private university and not necessarily achieve that much. What
you can’t pay for is the ability to speak English because no matter how much
money you pay, if you can’t speak it, you can’t speak it. So some companies use
it as a different way of measuring people’s achievement.
Basically, Jennifer divides the students into two groups: people who need the language
for their job, and people who just want to get a certificate for possibilities of a job promotion.
Still, the majority of students in her program are people who need to know the language and
want to be able to communicate fluently. She stated:
The ones who are doing it for professional reasons, when they go for an interview
will be partly interviewed in English. It won’t be about if they have a certificate
but about them demonstrating their ability and their proficiency and that’s
something you can’t make up or pay for.
In Canada, there are basically two groups of students in the program: people who have
just graduated from high school in their countries and want to study in a Canadian university,
and people who have a university education, some of them landed immigrants, who want to
update their knowledge of the language and get a job. To describe students in Canada, three
major points have emerged. First, many international students want to pursue academic studies
and, for this reason, they want to learn English.
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As Hanna stated:
I would say there are two features come to mind. On the one hand, there is the
recent high school graduate who hasn’t had any postsecondary education yet who
is coming to our program as preparation to go to college or university in Canada.
The second kind of person can be a little older; perhaps with significant training
from their own country, sometimes having a professional designation, architect,
doctor, lawyer and these people are more likely to be permanent residents paying
domestic tuition.

Hanna added that:
One of the characteristics that is generally true is most have other academic
aspirations and they are hoping to study in college or university in Canada, and
they are taking our program as necessary language preparation for that academic
■ .■ goal.
'
;7
Secondly, many students in the program are very young and do not have social and academic
maturity. Students in the program are adults but some of them act like children in classrooms;
they do not listen, talk to their friends, play with their cellular phones, etc. This situation exists in
both settings.

>
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Furthermore, Hanna stated that:

J

A lot of these students are relatively young; you know between the ages of 18 and
25. Some have of course never lived away from home before so there are some
issues around social and academic maturity; many of them come from educational
systems that are more teacher- centered than we are in Canada so the idea of
taking responsibility for one’s own learning is a new idea.
Another issue is plagiarism, which is very common in the program and the research participants
see it as a very serious issue that needs a lot of attention. As Hanna argued:
We also have some issues around concepts like intellectual property-so what does
plagiarism really mean? That is culturally defined differently in different places in
the world and, for some of our students, that seems to be something really hard to
deal with and truly understand and to produce original ideas in their own learning
process.
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There are other categories in the Canadian context, including people who come to
continue their education. This group is comprised of students who have finished high school or
university in their countries and want to continue academic studies in colleges or universities in
Canada. Another group consists of people who come to Canada as landed immigrants, and this
group contains various groups with different educational backgrounds; most of these people want
to update their language skills specifically for their profession in order to enter the workforce.
Some of the people in this group also aim to learn the language for integration into society.
Finally, the other group consists of refugees who do not have a landed immigrant status; this
group has the same aims as people who want to integrate and find their way in the new country.
Patricia discussed this area by stating that:
Some of them are international students, so they’re here for a short time, pretty
much out of high school from their own home country and they come here for a
few years to get a university degree or college degree or college diploma: Other5
adults are here with family, they try to ... some of them are very well trained from
their own countries and they have professional level criteria, qualifications, and
experience as doctors, lawyers, from their home country and they’re here to learn
the language and get the qualifications in the field they’re working in, and they
have a struggle with that.
There are some similarities and differences between the programs in the students’
profiles. First, the majority of the students in both programs are young people who seek further
education. Secondly, either they are high school graduates who want to continue their study and
go to university or they are already in university and want to improve their English, in the case of
Turkey. In addition, there are also people who want to continue academic life; this group is more
specific to Turkey.
Issues around the characteristics of the students in the programs, such as pursuit of
academic studies, lack of social and academic maturity, and plagiarism, are determined by the
contexts of the societies the students come from (in the Canadian case) and live within (in
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Turkey). Social, cultural, and economic components of these societies influence the students, and
the way students look at education affects their pedagogical processes in the two programs. For
example, students think that there is not a problem if they copy from the internet and hand it in as
their own work; in fact, they are informed about plagiarism. However, cheating is perceived as a
very light offence by students in Turkey.

Because the style of studying is more based on

memorizing, a tendency for cheating is very high. Furthermore, when the end justifies the means,
it is easier to use every avenue to achieve good grades and the next level. Many students just aim
to receive the certificate to show it to their employees for promotions. Or when they apply for a
job, they can claim that they have got a certificate which shows that they have finished a level in
the case of Turkey. This mentality is the same for students in the Canadian case who aim to
achieve a grade to enter university or college. As I have analyzed these activities, I can say that
the sociocultural and socioeconomic components of society play a significant role in how
students perceive their educational environment and act in regards to them.
Many students in both settings have similar profiles. They want to get a certificate for
their next step without actually learning the language and having the ability to communicate in
the target language. There are more of these types of students in Turkey than in Canada. At the
same time, some of the students do want to learn the language and have the ability to
communicate in the target language, especially in Canada,; where students have the aim of
integrating into an English-speaking community. The aims and goals of students are different in
both settings; in Canada, students are more motivated to be able to function in the target
language because there is more opportunity for them to get involved with people who speak the
language. The influences of societies where students learn the language are immense. In the
Turkish case, students do not have many opportunities to practice and communicate in the target
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language because in an EFL learning environment every aspect of society is based on the host
society language. On the contrary, students in the Canadian case have all the opportunities since
the ESL environment is completely saturated with the target language, and every daily activity
involves the host society language.

The needs of students
Some of the participants clearly understand the needs of students in their programs, but some
constraints in the structure of their curriculum and syllabi prevent students from achieving some
of their goals, for example in the most important skills of speaking and listening. Of course, it
would be very difficult for administrators to accept that there are some problems in their system
for many different reasons.
The needs of students have been classified by Elisabeth as:
Generally, they need to be proficient in spoken English, reading comprehension,
listening comprehension and in some instances writing as well depending on what
they need English for. If they need to take the TOEFL exam, they need to be
proficient in every area in English but some of them perhaps... need it for
communicating with foreign staff in their companies.
When it comes to money and expenses for improvement, management in the private Turkish
school cannot be flexible enough to expand their operation budget, and since the main
component of the operation is business and making profit, it is difficult for administrators to
implement any desired changes. It is a constant tug-of-war between the business and educational
sides of the program.
In the Canadian case, there are more possibilities for changes in any area, such as
resources and materials needed to improve or revise any parts of the curriculum and syllabi in the

91

program. There is no specific set of resources and materials that the program has to adhere to and
base its structure on. Hanna and Tylor described the need of students as follows:
Well, a couple of things come to mind: first of all, oral skills, particularly for
students whose first language is Chinese, how they communicate when they are
outside the classroom together and speaking, thinking in their first language and
that really inhibits their language learning... I think another thing we have
discovered is that it seems to be very difficult for many students to transfer their
grammar knowledge into their own language, so while they might know the
grammar rules of English when they write, there is not much transfer and we are
continuously trying to think of better ways of teaching grammar and connecting it
to both written and spoken language. (Hanna)
I would say that their biggest need is daily use of language; a lot of them seem to
not want to get involved until they feel they need it; so besides the academic
English, besides the everyday living, getting involved in the culture... to know
about hockey, politics... so on... realizing the importance of understanding the
culture and again, students who might do well in the class per se, flourish outside
of the classroom and post-secondary because they get the culture... Getting an A
in writing is just not like doing a writing course in H. College; writing essays and
so on is not the same because of what is involved. (Tylor)
The needs of students in the two settings are different based on what they need the
language for. Basically, many skills were mentioned by researchi participants. For example, one
of the most pressing skills for students in both settings is speaking and listening. I witnessed that
a majority of students aim to improve these skills, and that they always mentioned that their
speaking and listening is not improving enough. In the Turkish case it is more difficult for
students to improve these skills since the amount of time spent at school is limited and when
leaving school, they only speak Turkish the rest of the time. In the Canadian case, students have
the opportunity to speak the host society’s language more if they get involved.
The Canadian and Turkish schools have two completely different approaches: the
Canadian school is more flexible and open to changes in order to improve the program, but
because of economic restrictions and limitation of resources, the Turkish program is less open to
change.
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Obstacles and hindrances for students
In the case of Turkey, the participants have described many issues occurring in the classroom. As
Elisabeth stated:
Not everyone wants to learn; maybe in every class, you can find some 20 to 30
percent who are not serious about learning English. Teachers and students always
have to deal with other students misbehaving in the classroom even if they are
adults, they can be 30 years old and can be something like a 14 year old and that
affects the outcome of the other students’ education.
Some students in the classes come to school because they are pressured by their parents to go
and learn English, and some come through a package that their work provides for them and is
mandatory. These students usually miss many classes and when they are at school, they do not
take language learning seriously.
And Linda added that:
Our school is a private language school; therefore we are mixing business and
education, and in Turkey that philosophy, the mentality is that if you pay for something, you don’t have to do much because all you have to do is pay so we
constantly have to fight that.
;
The paragraph below is a very interesting conversation between one of the participants and her
student; this gives a very good picture of the situation and illustrates how students think and act.
Student: ‘I don’t want to be in the first year,’ Assessor: ‘But you’re not going to
cope with intermediate.’ Student: ‘I have to do it this year.’ Assessor: ‘It’s not
about what you have to do it’s about whether you can.’ Student: ‘I can’t, I have to
be in the second group.’ (Jennifer)
In many cases, I have encountered situations similar to the above conversation and as I
have witnessed, students are very demanding. Since for many of these students the idea of
attending classes is just getting a certificate and going to the next level, their mentality about
classes and their ability are unrealistic, and it backfires. They go to a new level but are unable to
cope with the demands, so they create a situation which is not in their favour.
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In the Canadian case, the issues are varied as well. Participants argued that issues such as
tuition fees (which are expensive and many students struggle with), predominant: language
groups in classrooms (such as Chinese and Korean which can hinder the integration of students
to Canadian society), and a culture of schooling in which students are only concerned with
passing courses rather than trying to learn the language for their next step of academic study.
Hanna: So that reliance on friends from the same culture and group sometimes I
think slows down the process of acquiring good English.
Ky (investigator): so you are saying that basically when students in a class speak
the same language it can [be a] constraint for their improvement?
Hanna: Yes......... it can be a barrier to their integration to Canadian culture and
certainly to becoming fluent in the language.
And Tylor argued that:
It is mostly self-imposed. Number one: their goals are usually outside of ESL;
they don’t see language as being a step, they see it as a hoop that they have to
jump through to get to their post-secondary goal, so their ultimate goal is post
secondary.
In this respect, the mentality of the students is the same in both settings because a lot of
them do not understand the concept of learning and their goal is just to go to the next level or
pass the next step.
Tylor added that:
I have taught so many level 5 classes that are full of students trying to get to post
secondary, mostly university, and they don’t see it as a learning process; all they
want to see is that grade and they fight tooth and nail to get the grade they need
not realizing... I can give them A ’s what the hell! But they are hot going to be
successful on the next step.
This situation exists in both settings. As an assessor, I witnessed many students who just
wanted to be placed in as high a level as possible. On many occasions, I put students in a level
which was appropriate for their ability and their knowledge of the language as a whole
(grammar, reading, writing, and speaking and listening); however, they went to the management
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at the school and pleaded to be in a higher level. Therefore, there is always a constant struggle
between some students and administrators, and also between administrators and the head teacher
responsible for level placement.
Regarding students’ behaviours, attitudes, and other characteristics, there are some points
which are the same in both settings and some are different. Generally, the student populations in
both settings are from completely different backgrounds; however, common concerns from the
administrators in both settings are very apparent and students’ behaviours are a major concern in
both institutions. We have to keep in mind that these are adult language schools. In many
situations, as an assessor and administrator in Turkey, I have witnessed that students get their
way because the bottom line is that the institutions want money. Pressure from the top
management makes the administrators allow students to continue even if they are not strong
enough for the specific level they want.

Reasons for dropouts
Participants mentioned some points for the reasons why students drop out and this condition is
different in the two settings. Most of them argued that financing their study was a big problem
for students because in both settings courses are expensive. Another point was that students were
discouraged in some instances because they did not learn as much as they had expected to.
In the case of Turkey, the reasons for dropping out in some areas might be the same as in
Canada, such as that students are forced to come to class either by their parents or the company
that they work for; still, other reasons depend on context. As Elisabeth observed;
Number one, they’ve found a job and they can no longer take classes in the
evening or morning because of the new job that they have got. Number two, their
financial situations change so they are no longer able to afford English lessons as
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they are not cheap; wherever you take them they are not cheap. I think that
sometimes students... going back to the fact that sometimes students pass to the
next level because they have officially passed but they are not strong students and
on the next level they are completely lost and they lose enthusiasm and
motivation to learn English because they feel embarrassed and they stop coming
to class... motivation, enthusiasm maybe because their English is not proficient
enough...or the level they are in or because they are basically lazy and just feel
like going and play with their friends-those are probably the main reasons why
students disappear.
In the Canadian case, there were many issues that the research participants discussed.
Some students were not motivated to study and did not want to be at school. Others simply did
not have the ability to do the job. Another important factor concerned student difficulty in
adapting to the new environment, which created a ripple effect. The fact that the students were
not mature enough to live by themselves far away from their families affected their discipline as
a student, as they were not used to being unsupervised by parents or other adults. In addition to
these three issues, there are numerous other reasons which are discussed by Tylor and Hanna in
the following statements: As Tylor stated:
I would say that lack of motivation, adaptability problems, not wanting to really
be there, forced by parents to take programs that they don’t want to take,... I
rarely hear quitting because of it is too tough; they just don’t care..., but there are
some who can’t .... Languages mark intelligence; you can be supersmart in many
areas but languages are different.
Hanna had a different take and argued that:
Well, I think number one ... well there is a couple: one certainly is the immaturity
so students especially in our situation where they are living far away from home
and parental supervision, they sometimes develop lifestyle habits that aren’t that
compatible with being a good student so they stop coming to class, they don’t
hand in work, they don’t hand in assignments and so they eventually leave and
sometimes that is probably compounded by culture shock issues where they are
just having a lot of trouble. So, being in a new environment without familiar
support; there is that aspect.

;

I think sometimes students don’t find the kind of program they are looking for or
sometimes they have overestimated their own language skills so they feel that
they are placed in too low a level even though we know that is where they really
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need to study. They feel frustrated and want to move more quickly so they might
decide to leave our program and try to find a school that will place them at a
higher level so they have less time to worry about completing their English before
they get to college or university.
Sometimes it is even a matter of wanting to change location, having friends and
relatives in another city and feeling that they would be happier and more
comfortable there. I would say those are the three main reasons: social academic
immaturity, the lack of commitment, and then the problem with being placed in a
level lower than they feel they should be, and wanting to move to another city that’s another one.
Another thing is that we do sometimes get students that really do not want to be
there; their parents have made that decision for them. They have sent them and
the students really are unhappy and not likely to engage with the program because
they really, really they don’t want to be there.
Finances are the common factor in both settings, and the research participants regarded
this as a major issue dictating whether students continue their studies. Other factors may have
stemmed from the same roots. Some students are forced by their parents to attend the programs,
and this also constitutes one of the characteristics that both programs have in common. The
composition of the student population is different in the two settings, so there are reasons for
students’ dropout.

Qualification for educators
In the Turkish case, basically, anyone who has a BA and is from one of the English speaking
countries (or in some cases not a native speaker but is a citizen of a country such as Canada,
Great Britain, the U.S., etc.) qualifies for a teaching position. Linda stated that, “The majority of
our teachers need the requirement [qualifications] and they need to be from a native English
speaking country.” However, my experience suggests that it depends on many factors, such as
the conditions under which new teachers are hired. For instance, if there are many students in the
system waiting to start classes, the process of hiring is much easier; on the other hand, if there
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are more teachers in the system than are needed, the process becomes more stringent. Still,
salaries and tuition fees play a very crucial role in hiring teachers for the company and student
applicants. I witnessed a period in which the wages for foreign teachers jumped very drastically;
many people wanted to work for the school and the number of applicants increased dramatically.
However, when the wages went down sharply, many teachers who had finished their contracts
did not sign up again for another contract. Of course, there can be other reasons why some
teachers do not renew their contracts, but the salary issue still plays an important role. Elisabeth
described the teacher qualifications as follows:
A full BA, a teaching certificate, preferably an in-class-based certificate at a
bricks and mortar school, not something that someone got online, if that is the
case then it is better than nothing. Preferably it should be a 60-hour-course as well
and you know... we’d like people to have experience, but that is not always the
case; everyone has to start from somewhere.
As Elisabeth summed up the requirement for hiring teachers, one can imagine that every
type of people with different backgrounds come to teach in the program. Some have never taught
before, some with limited experience, and sometimes people with experience. Many of these
people stay for one or two weeks and find out that it is more difficult than they had thought;
therefore, they are unable to cope with the demands of teaching to foreign language learners.
Some are able to cope with teaching, but they are not able to adapt to cultural differences with
the host society, thus they leave after a short while. The third group stays and teaches for a
contract or two, then they might continue or leave. Therefore, not everything regarding staying
to teach has to do with the program itself, but there are other factors (which I call external) that
play important roles.
In Canada, in order to have a full-time position, teachers are required to have a master’s
degree and some specific degrees are preferable to others. As someone who worked in the
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institution, I would say that it is very difficult to obtain a full-time position. Part-time positions
are less preferable for the teachers because there are no benefits, etc., but for them the college is
more relaxed although they still ask for people with more specific experience in the field of ESL.
Hanna characterized the selection of teachers by saying that:
There is a little bit of difference between full time professor positions and contract
teachers; a full-time professor now in order to have a resume accepted for an even
an interview for a full-time position you have to have a minimum of a master’s
degree and preferably in a teachable subject so for example in English or
something like that. We prefer to have people with formal education training; for ,
example a bachelor of education and they must also have appropriate TESL
qualifications that would be commensurate, with the standards of TESL Ontario.
For part-time or contract teachers we have not always required them to have a
master’s degree They do need to have an undergraduate degree and appropriate
background training in teaching English as a second language.
There is a significant difference between the programs in the area of their teacher
qualification requirements. These differences basically have to do with how and where the
programs are situated. Issues such as demand for teachers, qualified native speakers, and teacher
education varied, but are very visible in both countries. In the case of Turkey, conditions are
more relaxed and I believe that this state of affairs has to do with the nature of the programs. The
Turkish institution examined in this study is less restricted in hiring teachers but the Canadian
institution has more restrictions.

Ongoing training and professional development
The school in Turkey does not offer any professional development of teachers in the way that
professional development is provided in the Canadian case; new teachers get trained by the head
teachers at branches and do observation of classes to get familiar with the system, and it is
actually depends on the head teachers of each branch to have workshops or meetings. This does
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not happen very frequently and every problem, such as a lack of knowledge of teaching materials
or methods, is dealt with on an individual, case by case basis. Elisabeth stated that:
Well, first of all, when people are hired by our school, the first thing that we
particularly do is put them into about nine hours of observation, so peer
observation. We like to put them with different teachers and different levels to try
to see how the students and teachers interact with each other, how classes are
formed, just to see how things are... real classrooms in Turkey with different
students. Then generally the head teacher of the school will sit down and talk
about students in Turkey, how our school works and then go over the do’s and;
don’ts in the classroom, going over the books, how it works, how in the general
our school works and perhaps go to classrooms, do the board presentations and
how to interact with the students, some various things like that. Generally,
teachers get the materials for the classes five days in advance so they are able to
study and come back with questions about materials and how I do this and how I
do that.
In the Canadian case, it is more formal, and in many instances it is done by organizations
that work with ESL. The most important one is TESL. TESL operates at local, provincial, and
national levels and the school encourages teachers to attend conferences for professional
development, in many cases paying for their expenses. In addition, the school itself has
intersession meetings (meetings that occur in between sessions in which teachers and
administrators discuss issues and plans for the next session) in which issues are discussed and
mini-workshops are offered. Tylor described the process as follows:
We have three intersession terms, three intersession weeks in a year; and in the
last year we offered items such as: understanding the language and culture of one
of the biggest groups like Chinese and Arabic; we have gone through
understanding plagiarism within a lot of cultures We offer membership in local
TESL groups to any of our full-time teachers as a payment, we pay for them.
Through TESL group, we’ll announce to our staff; these items are happening as
offered as monthly basis PD opportunities. We do a full day every intersession;
sometimes it would be as simple as introducing an exemplar or teaching an
exemplar for writing classes. We, through some career development, have been
looking at sort of discussion to find out the outcomes for each level. We really
have tackled this.
And Hanna added that:
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There is funding for some of our teachers to go to the provincial TESL Ontario
conference held in Toronto and in-house we try to do some PD .... We take
interterm days before the beginning of a term and try to spend a day to go over a
list of some issues or curriculum or teaching effectiveness that are relevant to
some of our students in our program.
The two programs aim to help the instructors to develop their knowledge and improve
their day-to-day operations at work. By looking at how training and professional development
are organized in these programs, we can see that the Canadian program is more structured and
operates in a more scheduled and organized way and the Turkish program is operating more in
an ad hoc and less organized way.

The two additional participants
Jennifer has lived in Turkey for 20 years and worked in many different schools and
organizations, also working as a teacher trainer. She has a very deep insight into how different
schools work, either for adults, children, or universities. Her views on issues might not be
completely unbiased; however, she does not have restrictions in giving full answers to questions
without hesitation. She has extensive experience in the field of EFL and training teachers in
Turkey.
Patricia has been working in different programs in Canada, both government sponsored
programs and private schools, and has lived and worked there for more than 20 years. At present,
she works at the school which is under study in this research paper. She has a broad general
knowledge of how ESL is taught to adult immigrants in Canada; however, she has a tendency to
advocate private schools over public ones because she thinks that private schools are more
effective in reaching their objectives. Therefore, some of her answers may be biased in favour of
private schools.
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Where adults attend school and who provides the services.
In this area the answers are varied, and in the context of both places it is important to know the
supply and demand for the services provided. Basically, there is a significant variety in Turkey
and the demand for learning English is very high; it can be one-on-one private students, small
various schools which advertize that they have the best method, mid-size schools with a few
branches, and large schools with many branches in Istanbul and some other cities in Turkey.
Entry to the European Union is a very important goal for Turkey and the Bologna agreement also
plays an important role -these will be discussed in more detail later. When I asked Jennifer about
what kind of services and classes her schools provide for learners, she gave me a spectrum of
different schools which she has worked for. She described it as:
The classic place is dershanes or adult language schools. In Istanbul there are a
variety of layers of different adult language schools in both terms of cost and in
the terms of what you get so the majority of adults, working adults, who are
learning a language will be going to these kinds of schools at evenings in the
weekend around their jobs... that varies from tiny little two-room apartments
where they charge very little indeed to one of the biggest organizations which is
Sultan school (pseudonym) who seem to have acquired some kind of monopoly
on the dershanes.
Private schools have been around for a long time in the case of Turkey. However, universities
which seek to have a share in this big market are a new phenomenon. As Jennifer stated:
The adult language schools have been going for as long as I’ve been here
although that was a small market when I arrived. There were three or four main
chains then. Now some of the international chains work here, which they didn’t in
those days but I couldn’t give you numbers. The private adult language schools
are much bigger. The university prep courses have really only developed in the
last five years for the majority of them and it is a newer phenomenon.
Furthermore, she added that:
Your study is about adults but the big booming market here at the moment is
university prep. Not for adults who are working but university prep for students
who want to go on and do their university studies full time in English, so a lot of
private universities themselves are booming and they are all new. There were no
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private universities 20 years ago and they’re all over the place at the moment.
There seem to be more and more every year.
This is the area in which the EU and Bologna become important factors. University preparatory
classes are new and this should be separated from adult language schools’ operations.
In Canada, most people attend government-sponsored schools such as LINC and many
others which are offered through school boards and colleges. The reasons why there is a demand
for English classes in these two settings vary because of the contexts of both places. In the
Canadian case, the issue of integration is the most pressing for learners. Therefore, the demand
for services is different in each setting. Patricia described the situation as follows:
ESL students go to different private programs or government funded programs so
there is the LINC program that we have for newcomers to Canada. Plus, we have
different private schools such as where I used to teach, a private English school
for ESL adults, and where I teach now, which is a private school for adults
too...There are some programs that are administered through the college where I
work, some are through the government and run through the community centers
and different schools throughout the city and even the school boards. Also, it
depends where students focus is, so if they are refugees or landed immigrants. A
lot of them are international students... there are a lot of public and private
schools that offer services. There are a lot of different community based
programs. A lot of churches, conversation circles, and libraries as well offer
classes which are informal.
The differences in this area are significant. Students in both settings attend a variety of
schools for completely different reasons. In Turkey, every type of instruction exists, from oneon-one to large schools with many branches, and the reasons for students attending a school
vary. In Canada, there is also a significant diversity of schools which provide English services,
but the aims of students who attend these institutions are much more related to social integration
into an English environment, which is very different from the aims of students in Turkey who are
primarily interested in better job opportunities.
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Impacts of government policies.
As there was not enough information from the Canadian participant for this question, the
following section concerns only the Turkish case. However, perhaps the silence of the Canadian
participants reflects less intrusive government policies. Some examples where the government’s
decisions have been arbitrary and controversial were stated by Jennifer. She mentioned two cases
in which these policies have backfired. One is in the case of hiring people for teaching positions,
and the other is the case of regulating how schools can hire foreign teachers. Regarding this
issue, Jennifer responded that:
They keep changing policies which affect the in-school... for example, they
regulated, 5 or 6 years ago at that same school, they had problems, the regulation
was that they should teach them cursive writing from the beginning as opposed to
print and then teach how to join up, that goes in and out of fashion.. .government
policies have a huge impact but it jumps about like a jack-in-the-box and I don’t
know what actually decides it.
She also gave an example of hiring people for a job in which regulations make it harder to hire
someone who is more qualified for the job. She recounted this anecdote of hiring teaching staff:
She [the school’s director] is not allowed to take the people who she could see
were good practical classroom teachers but they don’t have doctorates because
they didn’t have enough points; they couldn’t outweigh the doctorates. The
government gets bees in its bonnet. It kind of legislates from the top down rather
than from logic up. The other thing is things like Employment law. Six years ago,
they changed a lot of the regulations about how people can be employed and who
had to certify and register, and what they were doing was trying to make it tighter
so that more teachers in this country who’d come from outside were better
qualified, but what they have actually done is ended up with more of the adult
language schools not registering their teachers legally which is not at all what
they intended but that is what has happened.
On how the policies have in some cases backfired, Jennifer argued that:
The terms on which they can legally employ a native speaker are very strict,
however there has been a lot of tightening up of regulations about employment
and that’s led to some of the chains only employing illegal native speakers
although some of them are really bizarrely trying to find qualified native speakers
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but then employing them illegally because it is so expensive to put your work
papers through now.
This is, and has been, a widespread practice in Turkey in many schools. However, this issue is
being dealt with more effectively in the school in this study. Although the process is still long to
get a work permit, getting a residence permit takes less time. Another point that Jennifer argued
was the hiring of English literature graduates (ELG). As she stated:
We get a lot of teachers from private universities because they are growing very
fast and they employ a range of people. One thing they do is to employ English
literature graduates because ELG have done the whole of their university degree
in English and English literature so they assume that these people will be able to
teach. Being an ELG and teaching EFL as you know are completely different
ballgames and what they end up with are people who don’t quite know what to do
in the classroom. Some of whom learn very quickly on the job from colleagues
and some of whom embark on a 20 year career of lecturing people about
grammar. So you get ELG, who have got no background; you get the English
language graduate; sometimes they have some practical background but actually
what often happens is that they talk about going to lectures where somebody ;
lectured 120 of them in an amphitheater about communicative practice, but that it
was not being done.
She argues that having an English literature degree is not enough, and the practice of hiring
ELGs is completely false and impractical because they do not have credentials to work as an
EFL teacher.

Characteristics of a successful program
Jennifer looked at what universities require from their students and what they do to prepare them.
Although these questions do not concern most adult language schools per se, it is still important
to keep in mind that a lot of students who attend adult English language schools aim to go to
university. Because of this fact, educational and procedural components of adult language
schools are important.
Jennifer argued that:
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There are so many questions still that aren’t even answered like, for where I work
with language learners one of biggest problems they have is to go on and work on
academic courses. Except we’re left with things like how much time should we
spend on the language? They haven’t really got enough language and this is
something that a lot of the private universities are finding.
This is really important from the point of view of preparing students for academic
language and study in university. The fact is that a lot of students do not know enough English
for even conversational practices and everyday communication activities which are much
simpler than academic language. Lack of these skills exists everywhere and it is chronic. As
Jennifer describes the expectations of universities, we have a better understanding of what a
daunting job university preparatory classes and adult English school programs have to prepare
students for academic study in English. It is just impossible to prepare students within a year for
the task of academic study as research suggests that it takes between five to seven years to be
able to function in an academic environment successfully-even when the time spent learning the
language is optimal and effective (Collier& Thomas, 2004; Cummins, 1981). Jennifer
characterized the situation as:
The professors want them [students] to be delivered with full-blown academic
skills, but you’re actually starting with students who speak no English and who
don’t have academic skills of the type that American professors are accustomed
to. In any case, they have a different way of teaching in this country - it’s much
more traditional, it’s much more French. You’re given information, it’s
memorized, it’s spat back out in a test. So then you get professors who want them
to be able to analyze, research, question, and part of this society is that you
shouldn’t question a teacher; you should show respect to a teacher, and you end
up with these culture clashes.
Jennifer also discussed the language skills of students and so many other very legitimate
questions. I believe these are serious issues which curtail the progress of students in the academic
world. Jennifer continues by saying that:
So how much should we teach on the sociocultural side of things? How much
should we teach in study skills which they don’t have in Turkish either because
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they are not required to produce research-based written assignments at any stage
in their education. And how much should we actually be teaching them the
language they need to do all those things in? And how are you going to break
those things up? They don’t know how to cite, they don’t know what is and isn’t
plagiarism, they genuinely think it’s alright to do some things that it’s just not
alright to do.
Plagiarism is very prevalent in a lot of English schools with an adult population. In my

work, I have often encountered students who copy from the internet for their writing
assignments, and I have seen teachers complain that their students’ papers were completely
plagiarized. It seemed that students were oblivious about it despite the fact that they knew it was
wrong and considered as cheating.
In the Canadian case, there are many issues which were mentioned by Patricia, such as
the lack of knowledge of students’ needs on the part of the administrators. Of course, this can be
controversial since many administrators might be aware of the needs but unable to deal with the
problem effectively because of logistics and operationalization. Firstly, the needs of students are
diverse and administrators cannot prepare different classes for each group. Secondly, there are
not enough resources to deal with the demands. In fact, in some schools different levels are put
into one class in which the result is very discouraging for students. Patricia argued that private
schools are more successful in delivering the services than public institutions that have a very
generic program for everyone. Patricia stated that:
a

... Giving students what they need; finding out what type of English they need
and finding out what their goals are learning English so whether it is getting a job,
surviving in the community , whether it is to make English speaking friends, be at
that level, so really finding out what the students ’ needs are and then delivering a
quite ... program on that; this is a very, very welcoming environment no matter
where you are and what you are teaching, especially with people from a mixture
of cultures and backgrounds, and the second important part is to have a good,
caring, warm, welcoming environment. A successful program-I know a private
school I used to teach at and it was a successful program, and the school I am
working for now is in a lot of ways successful; it has a fairly good curriculum,
and the students know what they end up with when they finish our program, and it
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suits their needs All of them-almost all of them-go to postsecondary studies. ESL
is combined with academic skills and prepares them quite well for postsecondary
studies. So I would say that’s a successful program too.

Patricia also commented on why private programs tend to be more successful in delivering the
services appropriate to their students’ needs. She stated that:
I think from what I understood, the government in their programs, a lot of LINC
programs, there is a set... criteria sets curriculum, students just work through that
it is not necessarily rigorous as some of them are preparing themselves even for
high school English courses or for post-secondary type of courses which a lot of
them need to further their education and get their qualifications in Canada so I
think having it ... yes the government’s program just has a one size fits all and
that doesn’t necessarily suit all of the students needs.
In both countries, there are some educational components which are similar. For instance,
there are a lot of private schools in both places, and some of these schools aim for specific goals
to be achieved by their students such as entering universities or colleges. Another similarity is
that there are many schools which have generic curricula and syllabi for'teaching general
English. The differences are very visible since in Canada, the medium of communication is
English in every avenue but in Turkey it is not. This is the difference between ESL and EFL
contexts. They also differ in the fact that all English schools in Turkey are privately owned, but
in Canada there are many schools which are publicly funded. I will look at this factor thoroughly
later.

On challenges and gaps in delivering EFL/ESL.
One of the points that Jennifer emphasized was the issue of the Turkish Ministry of Education
recommending private universities that offer preparatory university EFL courses to hire English
literature graduates (ELGs). The fact that these schools had a priority to hire people with a
literature degree was not logically explicable. As she argued, “There is absolutely no reason why
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the literature graduates should be able to teach but it is prestigious to have ELGs who have read
English literature, I think that’s why they are employed” (Jennifer). She elaborated on one of her
experiences in the job:
When I was working for Vakif schools, I was working alongside someone who
was recruited from England as a literature graduate and they used to come back
out of orta (medium) three classes, that’s 14 to 15 year olds, and they use to come
back almost in tears; they’d have wound him up with some spurious piece of
grammar that didn’t exist and he’d be tearing his hair out because he didn’t know
that there were different conditionals and he didn’t know what a conditional was.
He was a literature graduate and the students quite quickly worked this out and
gave him hell for it. Really in the way only teenagers could. That is a Ministry of
education requirement that dates back to when they believed that in English
medium schools, a person teaching English should be an English literature
teacher, which if it were a full English medium school would make sense. But
now the schools have reverted very much to there just being English slotted in
among all the other subjects. It makes very little sense.
In many cases, these native-speaker graduates do not have a good enough grammatical command
of the English language to be able to teach effectively in classrooms, and this is another problem
in the system. Jennifer continued by stating that:
Sometimes we get people who get really good at the practical methodology, they
are good at group work, they are good at encouraging, they’re good at this but
their actual English level is probably only good intermediate or lower or upperintermediate... and then you’ve got another problem: it depends on the student a
bit, I suppose, but you could potentially have another problem and the students
are going to be huffing and puffing about the teacher not knowing enough.
It also seems that there is a problem of having the right structures in place for a program
to work. As the business of English Language Teaching (ELT) is growing in universities rapidly,
they ask private organizations to help them with organizing schedules and programs because, so
far, there has not been a system in place in these universities to deal with the influx of students.
There is going to be a task for universities to work towards having their own department to deal
with the development of English in their institutions, and this in turn can help to facilitate the
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access to English language classes and increase their popularity among students. The
phenomenon is very new and Jennifer describes it as:
What is happening now, one of the reasons ITI and their courses are growing at
the speed they are because more and more of these private universities are
recognizing that they need more teacher development. They haven’t quite known
...I think they will eventually come up with their own departments to cover this.
For the time being, the Cambridge development courses are a good way for them
to address this.
As many institutions require their employers to speak English, the demand for native
English speakers is very high. Many native speakers are under the impression that since they can
speak the language, they can teach it as well. My experience of dealing with many people who
were hired as teachers for the program which I worked for is that we had so much turnover
because the hired people were not able to cope with the demands of language teaching. However,
there were some native speakers who were qualified, capable, and survived in the program.
In Canada/Ontario, there are problems which are usually generic to any organization that
delivers ESL publicly-funded programs. Most of these problems stem from lack of finances, lack
of enough resources, lack of coordination between teachers and administrators, and lack of
financial support for students. Patricia stated that:
Not having more childcare for a lot of students who have children is a gap; just
for adults to be able to go to school. Sometimes, there are changes happening to
the curriculum, to different assessment materials, or different diagnostic tests.
The teachers themselves don’t think that they have the resources to fully i ;
implement the changes that they have to do; I think that is a gap too. Also, there
are documents that teachers have to use; new curriculum that they have to teach;
yet, they don’t have the tests or materials or rubrics or various things to help
them. That seems to be a gap as well.
;
There is a lack of resources in both Canada and Turkey, but one has to keep in mind that
programs that are publicly funded in Canada have always faced cutting, downsizing, and
*

downgrading from the government, either federal or provincial. The justification for these cuts
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can be presented very logically; the governments hold the purse. This is not the same in Turkey;
all of the English schools in Turkey are private and should provide the necessary resources for
their students, but this is not the case and the students in many of these programs suffer from a
lack of appropriate resources. In the two programs under study, the lack of resources is not an
issue because the students pay for their education, and the programs provide books for the
students; however, there is a significant difference in the resources provided for the students. In
the Canadian case, in addition to books which are given for each skill, the students receive extra
books for reading and CD’s to listen to for their speaking/listening and pronunciation. In the
Turkish case, the students receive just one book which encompasses all of the skills, and there
are no CD’s for listening/speaking or pronunciation although the management is working very
hard to provide extra books for reading and writing. My personal experience indicates that it
would be very expensive for the program in Turkey to provide extra material since there are
many students to cover. Therefore, the factor of finances is important once again.

Strategies to deal with the gaps
As to how to deal with the gaps, the most important issue for Jennifer was autonomy. She argued
that it is very difficult to teach the concept to the students, and this mostly stems from the
sociocultural influence of society. Jennifer was referring to the way that, in communal societies,
community and collective thoughts and actions play an important role in socialization, as
opposed to individualist societies such as Canada. In Turkey, modem concepts and ideas such as
freedom of expression, speech, thought etc. are becoming a part of the social and political culture
of society although this process will take a long time, maybe even generations (Ioannis, 2004).
Education is still somewhat dominated by many communal cultural values. Thus, with that kind
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of background and environment, generally students are not proactive and autonomous thinkers.
Jennifer’s observation reveals some of these issues. She stated that: ;
:

J

The thing that I’m most interested in at the minute but I haven’t got as far as
actual strategies is autonomy-teaching people how to be autonomous. I mean, can
you teach people to be autonomous? How can you make people autonomous?
Because I feel it crosses both of the fields I’m in, my language learners start the
year off and they start with a bang and they come from a very traditional
background and some of them cope and get on with it quite well but they tend to
be the quite autonomous ones, proactive and some of them just kind of disappear
and they get some kind of bits of and you think oh, I’m supposed to be doing
these things so perhaps you should spend a couple of weeks teaching them how to
do these things except that might entail using LI and then that will mean they will
never ever speak to me in English for the whole of the rest of the year.

As Jeniffer points out, although some students are quite autonomous, many students’ language
learning process could benefit if they learned to be more autonomous. Patricia argued for a more
grassroots approach to deal with the gaps rather than institutional solutions. She stated that:
I think...maybe interviewing more ESL learners and asking them directly what
would help them and what would suit their needs. I think that’s a good strategy to
see if there are more common problems that they can identify easily, identify as to
help them reaching their goals and learning ESL. So I guess that would be a
strategy, just do more baseline research on individual learners, and even some of
the teachers can identify needs whether it is more funding in some areas or
smaller classes or ... getting ... identifying the needs through the students and the
teachers... I think that will help to overcome a lot of these problems.
The issues that the participants discussed are different in some aspects. In the case of
Turkey, strategies to deal with these gaps depend on fundamental issues of how societies
function, such as issues of autonomy. In Turkish society, communal values and norms determine
how people function. People need to follow authority and the influence of this mentality can be
seen in education as well. Whatever the teacher says in classrooms, students need to follow as
well, therefore the general trend is to make notes and memorize important materials. In a way,
critical thinking is not encouraged. Practical solutions for these gaps can be more complicated
because there are many social, cultural, and political aspects which are deeply entrenched that
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need to be addressed. In the Canadian case, there are also many factors involved and it is
complex because other logistical elements around providing ESL classes influence the decision
making process in terms of how programs are offered. Teachers and students are one part of the
equation; however, school budgets are not determined by teachers or students otherwise there
would not be crowded classes with two or three levels in one classroom. Basically, many
government programs do not offer a variety of courses to ESL students because their budget
would not allow it. Also, the goal of most government sponsored programs is not ESP since they
want the students to learn a limited amount for their survival in the community.

Challenges facing schools and constraints for students.
Unrealistic expectations from the students and unrealistic promises from schools to students are
two major issues. Companies promise students that they can learn the language in a very short
time. This creates problems for students and for teachers as well. For instance, after six or nine
months students come and say they have not learned the language yet. They cannot communicate
with people, and were told that they could speak English after finishing their level; however,
their English is not adequate yet. These are complaints that we always hear from the students.
The fact remains that the companies always try to make as much money as possible, and they try
to convince students that they have the best methodology and teaching staff. Companies
guarantee that within a specific time period students can learn the language. Jennifer stated that:
One of the biggest problems is unrealistic expectations which the students
themselves and sometimes institutions can exacerbate... in that some of the
institutions trying to get customers and will make very unrealistic promises. There
is no way around the effort it takes to learn a language, but there are plenty of
people trying to persuade people to part with their money, apparently offering the
promise that if you do part with your money you will learn the language. So I
would say the biggest challenge is maybe making people’s expectations realistic
without being completely negative and disillusioning. There’s got to be a balance
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somewhere. You’ve got to make those people understand how much time and
effort it is really going to take and yet still encourage people who are capable of
doing it.
Companies should be more forthcoming about their services that they provide and project a
realistic time period, and at the same time students should understand that to achieve their goal
of fluency in the target language takes a longer time.
In Canada, issues are different from that of Turkey; there are not enough resources for
students, and class size is also a big problem. Administrative problems with staffing and
communication among staff also contribute to and exacerbate the situation. Patricia characterized
the situation as follows:
The number of students in classes at a time... there are a lot of students in a class;
too many for a good dialogue, that I have heard; another one is not necessarily a
good diagnostic testing so there are students on varying levels in classes so that
makes it challenging for the teachers as well, too. Changes that happen and
teachers don’t know about__ A lack of resources, they don’t have a lot of books
and materials to help them.
Unrealistic expectations and promises from both the students and schools are the heart of
the problem, and in the case of Canada, providing resources and adequate class sizes are
important factors to consider.

'

Finances are the heart of the problem for both settings, but this factor plays out
differently in Canada and Turkey. On one hand, in Turkey schools try to entice the students by
promising quick fixes on the condition that they register in their programs. This is done just to
gain more money, and the problem is that they cannot deliver on their promises and in many
cases they know that it is an unrealistic expectation from students to achieve fluency in a short
time. In Canada, financial factors play a crucial role in many areas as well; when there is not
enough money to hire new teachers, schools have to cope with the influx of students by putting
many students with varying levels in one class. In addition, administrating a program effectively
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requires money spent on administration; however, when there is not enough money in this area,
procedures are not performed effectively.

Language learning needs of students
Jennifer believes that focused programs are more successful in delivering their syllabi since
general programs have a variety of students. Each student has a different agenda for studying
English and the program has to accommodate many different students with different needs,
which can slow down the progress of some students. This is completely opposite to the way the
program under study in Canada is run, but there are still a lot of programs in Canada in which the
focus is just general English. The evolution of programs in both countries and the directions they
are taking are important; one can argue that the benefits of more focused programs over general
ones are obvious because they serve the needs of clientele and are more productive. Jennifer
mentions social, cultural, and economic elements here:
It is not so easy to teach people who wander into the classes here who think they
need a bit of English but they don’t know what or why; that is when it’s quite
hard to teach... in general programs you’ll have a couple of people who think
they need it to get promoted but don’t quite know what they need, you’ll have
someone who is not allowed out in the evenings by her family but is allowed to go
to an English course so she thinks that what she’ll do because she’ll get a bit of a
social life and you’ll have people from all sorts of ,backgrounds and they are
mixed together. Keeping all of them happy is quite hard and keeping all of them
interested is quite hard. And feeling that you are still developing their language...
keeping them happy is probably relatively easy because you can keep them
entertained but that’s not the same.

*

She adds that most English schools in Turkey have general programs because it is easier to run
the curriculum for a generic plan. Still it is very difficult to deal with classes which are so
diverse. Also, there are not enough students to just have ESP classes; the prevailing approach to

115

curriculum should be generic because many students are beginners and need basic knowledge of
the English language.
Patricia stated that there are many components which have to be available in order to
meet the students’ needs. She specifically mentioned two factors: a comfortable environment for
students to thrive and also more specific courses that meet the students’ needs in what they are
aiming for. Regarding the first factor, she argued that:
I think having a very safe and welcoming environment is a key- everybody feels
they can contribute, they can make mistakes and try, that kind of thing. I think
that is a key. I think being in an environment where constantly working with
others from other cultures, some are very different from your own ... historically
some cultures haven’t got on well or being at war with each other and then being
in a class and learning how to best work together. Those are some of the things...
problem solving; all of those things.
She continued by discussing the second factor which concerns more specific courses, stating
that:
Private schools, I think, do a fairly good job of helping with these individual
learners’ needs, but I think a lot of the government programs are very generic no
matter if they have got professional qualification from your home country or got a
lot of post secondary education, they are all in the same classes and do the same
and the programs are not tailored to individual student’s needs. I think colleges
have more professional academic programs and as I said most of the government
programs out there focus on everyday English, survival English and that sort of
thing, so some are tailored to the students, but I think that there is a lot more can
be done to tailor to the students’ needs, backgrounds, qualifications etc.,
This would be a difficult task financially for the governments to try catering to every individual’s
needs because the diversity is significant. Colleges have more resources because they charge
students for their L2 learning; in addition, the number of students who access college programs is
limited.

■

In both Canada and Turkey, the participants agreed that more specific courses can have
better results both in ESL and EFL settings. The problem in this argument lies in the fact that
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neither of these environments is uniform in the composition of students, and in order to be able
to prepare such a syllabus, schools need to do plenty of work to get students who want to take
courses for specific purposes. Nevertheless, the factors which were mentioned by the participants
in both settings can be effective to improve the quality of courses that are offered given that the
composition of clients is ready for such an initiative.

Reasons for dropping out.
According to Jennifer, there are several reasons for why students drop out in Turkey. One is
unrealistic expectations in which students think that they can master the language in a very short
time. Secondly, schools are very business-oriented, and to make money, they try very hard to sell
their courses by promising that the students will master the language just to get them to sign up.
Jennifer argued that:
.. .Unrealistic expectations; they think and also schools are blamed for that; some
schools tell them that you will be fine in six months and you’ll be fine; what does
that mean? You will have learnt English. I think 10000 hours is probably nearer
the mark... Have you read Malcolm Gladwell, that stuff? I reckon there is a lot of
truth in that number... but what happens they sign on for 6 month 100 hour
program and at the end they won’t be able to speak very much. And if they didn’t
need it very much they’ll drift off again... it is partly the school’s fault in that
they need to sell the student what the student needs but sometimes it’s the
student’s fault because the student doesn’t know what they need...if they have a
clear reason they stick at it and if they have no clear reason, it fizzles out.
She argues for a separation of education and business and when asked if she thought schools
should be more honest, she replied:
They’re businesses, they can’t be. That is the paradox of what we teach. Are we
in education or in business? You need one of each in every business probably;
you need a person who does the money and a person who does the education.
They shouldn’t be the same person. They can’t be.
When asked what usually prevails in this environment, business or education, she replied:
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Business. You need a salary ... when it comes to the crunch and they want to put
another beginner learner in my advanced class? They’re paying... I’d advise them
not to, I’d advise the learner not to, but when it comes to it, am I going to say
walk away from it? I’m going to keep hoping the more experience I have, the
more I do what I do, the more choice I have of where I work and the more choice
I have of where then I can choose not to be in an institution where that an issue,
but that’s always going to be an issue to a degree. It’s a business. They’re all
businesses. And if you’re not in one of the private places, you’ll be in a
government institution and quite frankly the government institutions in this
country are about as mad as private businesses for different reasons; you will deal
with some other constraints which stop you from working in the way that y o u .
particularly like to for a different reason, some incomprehensible regulations.
Two points come to mind on why students drop out of programs. First, there is the
business mentality of schools to make more money by promising students that they can get
fluency in a short amount of time; however, this is not attainable. Secondly, the educational
department of schools is not strong enough to challenge the business department. Therefore, if
there is a hope to create a more realistic and balanced environment, there should be a
compromise between education and business departments. Then, students are advised more
informatively and with no unrealistic promises.
Patricia argued that the reasons for dropping out of a program can stem from many
issues. In her view, students themselves contribute greatly in doing so. She stated that:
I think if some students in our case, if they don’t do well and have to repeat a
program, they are embarrassed and they think about changing school and have a
new start. Nobody knows of their failures and they’ll be able to start over, that’s
one of the things. I think some change because of timetabling things and childcare
and that type of thing. Some students think that they don’t get enough academic
English; for example in one school, we had some students who came from LINC
programs, didn’t feel they were getting things they needed for the next step of
their education which is often university .... so they haven’t been able to get their
academic needs, so they switch schools and come to our school.
One of the main reasons for dropping out of a program is to seek a school that can help
students to reach their goals, so students go for more focused programs, and most focused
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programs are offered through private schools. The implication can be that private schools are
more successful in delivering the service.
In comparing the two settings, one can understand that in the Turkish case, companies
have a major role in causing dropouts. To attract more customers (students), companies try very
hard to convince clients that their programs are the best and to persuade them to take the courses
they offer. Also, they make promises that are unattainable in the limited time period that their
programs offer, so when students enter the programs, after a short time they find out that the
promises do not hold true in reality. Students also have high expectations that are not feasible
within the time limit that they expect. In this situation, most students either drop the courses or
do not show up for classes. In this program, in some cases, students get “free repeats.” This
means that if students do not pass a level, they are eligible for repeating the level free of charge
if they comply with the regulations of the company, do their homework, show up for classes, and
have not missed more than 12 hours of classes.
In the Canadian case, students decide to drop out of programs, and thus the schools’
direct role is less significant. This does not mean that schools and programs in Canada are
perfect and that there are no problems with their operations, but rather indicates that many
programs which are sponsored by the government are free of charge for refugees and immigrants
for a limited time and students have a right to take them, so there is some sort of freedom in
choosing a program for these students. It is different for students who come here for the sole
purpose of academic studies because they usually take courses through colleges and universities
with fees. In these cases, it would be more difficult to drop a course since they have paid for it
and their freedom to do that is very limited because, in many cases, they lose their money in the
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process of doing so. Therefore, dropping out of a program can stem from many reasons which
are different in each setting.
Now that the interview data has been presented following the order of questions asked,
the main points of the interview data are summarized in the following table.
Table 5. Summary of answers to research questions
H istory of
program s
Characteristics
o f students
M ethods of
teaching
Governm ent
involvem ent
Books and
resources
Q ualification
fo r educators
Cultural
influences
Characteristics
o f a successful
program
Challenges
and gaps
Services and
courses
Needs o f
students
Dropping out
Com m unities
o f Practice

The program's focus in the Turkish case has been general English.
In the Canadian case, the focus has shifted from a mix of general English and
EAP to primarily EAP.
In both programs, the students are between the ages of 20 to 30.
A skills-based approach of learning and teaching is the main framework of
both programs, although they have different orientations.
The involvement of the government in the Canadian case is not significant;
however in Turkey it is.
In the Canadian case, the program uses commercial books but in the Turkish
case the books are in-house creations.
Each program has different criteria for educators to be qualified to teach in
the program.
In the Turkish case, the cultural influence on the program plays a more
significant role than its counterpart in the Canadian case.
Both in the Canadian case and the Turkish case the participants believe that
the role of teachers is a significant catalyst for succeeding in any ESL or EFL
program.
The students' perception of learning the target language was the major
challenge in both programs.
EAP is the main focus in the Canadian program; however, in the Turkish case,
general English is the main aim even though a variety of ESP courses are
available.
Speaking and listening are two major skills which are more pressing than other
skills in both programs even though the students in the Canadian program
have more opportunities to use the target language.
In both programs, finances played an important role in students' decisions to
drop out since courses are expensive.

Political, cultural, and economic factors in both countries have influenced the
evolutions and creations of these two distinctive CoPs. The Canadian program
has been more successful than its Turkish counterpart in creating a more
coherent CoP.
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In the final chapter I will review the themes that emerged, and discuss and analyze the
findings in light of my research questions and the literature that informed my study.
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CHAPTER 5. ANALYSIS AND CONCLUSIONS
In this chapter I will describe the four major themes which emerged after analyzing the interview
data. Then, I will discuss the cases at micro and macro-levels to demonstrate the implications of
my study and its findings at those two levels. After, I will finish the chapter by giving a
summary, limitations, and recommendations of the study. I will conclude this chapter with a few
final words.

Major emerging themes
The findings can also be summarized by discussing the major themes emerging from the
interview data. I have organized the most important themes into the following four sections.

The influence of finances.
Research participants directly and indirectly indicated that financial components have significant
influences on how the two programs operate. They argued that money influences the way
students perceive their education. In many parts of the interviews, these themes have occurred
and reoccurred. Although finances play differently in the two settings, the fact remains that they
are a very important component in the operation of both programs. In the Turkish program, the
issue is more challenging both from the perspective of the administration and students.
My interviews with the Turkish research participants reveal that the struggle between
finances and quality of education persisted. Most decisions were made solely in order to make
more profit, thus profit making dominated the quality of education in decision making processes.
This imbalance created a situation in which initiatives for improving the educational aspects of
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the program were often lagging behind. These factors have negatively affected the CoP in
providing an environment for growth among the members.
' In the Canadian case, making profit has been an important component of the program
from the start, but during its evolution, the focus has shifted from serving a limited number of
international students who paid the full tuition and landed immigrants who were sponsored by
the government, to catering to an international student clientele who pay full tuition fees. The
decisions behind these changes could have been made by the management for a variety of
financial reasons as was indicated by Hanna previously. However, the changes have affected
educational aspects of the program, shifting its direction from providing more generic language
teaching to more specific EAP to clients. Contrary to the earlier stage of the program, in which
general English was the focal point in educating students, in the later stage it has shifted to EAP.

The influence of communal values.
During my time working in Turkey,! witnessed the influences of society on the program. Norms,
values, and attitudes of people are somewhat influenced by common shared values, and in many
daily activities this fact was present; this was mentioned by Elisabeth and Jennifer. A significant
majority of people are religious and Muslim. It is a tight community in the sense of how people
operate, for example, there is a hierarchy at every level and this has to be respected by everyone.
This hierarchy is preserved through a sort of mediation. Baynhan & Lobanga Masing (2000)
differentiate between the two concepts of transmission and transformation in social mediation.
Transmission is by its nature an authoritative discourse, because every spoken and written word
is transmitted, and it can potentially be manipulated. In Turkish society this hierarchical system
is transmitted from one generation to the next. In this process, relationships between power and
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knowledge are created (Baynham & Lobanga Masing, 2000). My personal experience of the
functioning of the program in Canada reveals more evidence of the transformation concept of
social mediation than the transmission one which is evident in Turkish society.;
Understanding the relationship and power structures between the students and institutions
within their local communities is essential because the power structures at the micro-level
(family, local community) and at the macro-level are very revealing (Gumah, 2000). Turkish
students are limited by the constraints of society from the micro-level and the existing
hierarchical structures.
Every culture has its taboos. In Turkish society, there are strong taboos around topics
such as sex, homosexuality, religion, and foreign or domestic politics. These topics could not be
discussed at all in the classroom. The lack of rights, such as freedom of expression, speech, or
conscience, curtail any productive classroom discussion, and discussing politics can even be a
reason for prosecution. I found that the students’ views on many issues were black and white;
there was usually no middle ground for compromise. When classrooms operated under these
conditions, the discussion between the teacher and students became very limited.

The influence of culture.
The sociocultural components of Turkish society influence the way education in classrooms is
practiced. Learners’ expectations, and teachers’ practices and methods are influenced by the
cultural context (Hallinger & Leithwood, 1996). In my personal 'experience with the Turkish
program, I found that the culture of the society had an enormous impact on the education of
students. In the school environment, students respect teachers because they traditionally have a
high status in society. This is positive in itself but the underlying implications create problems.
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Usually one of the goals of education, in a society where people can openly participate in
communication with each other, is for students to become autonomous, to think and be creative,
to try to solve problems, and offer different perspectives on issues. However, looking at the way
students have been socialized in Turkish culture, it is very difficult to break their habits. Students
expect more teacher-centered classes; the teacher has complete authority on every subject in the
classroom, and students are just subjects to follow whatever they are told. In my view, this stems
from an authoritarian mentality, giving teachers a sort of omniscient status that coloured the
perspectives of many students.
The findings revealed another problematic issue. Sometimes, some of the teachers who
came from the West and were not familiar with the culture of the host society saw things through
(

their own lenses which made them have unrealistic expectations from students. Many teachers
wanted the students to create, initiate ideas, and participate in the classroom activities; however,
in some classes (especially lower levels), it was impossible to do so. Participatory classrooms
were an unfamiliar idea because students were used to very teacher-centered schooling since the
early stages of their education. This situation hindered the progress of students because many
teachers resigned themselves to the fact that they could not do anything to change this sub
culture.

The influence of political culture.
Politics and the political culture of Turkish society play an important role in education in
general and L2 learning classrooms specifically. Ioannis (2004) describes political culture as:
“Political socialization...School, family and other social groupings have their contribution in the
hammering of perceptions, affects and evaluations that constitute political culture” (p. 2). First
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of all, we can claim that although there have been many improvements in human rights and civic
participation, there are still gaps in the actual existence of political liberties. During its history,
the country has gone through many stages of political changes; however, it still has a long way to
go in order to achieve a liberal democratic system in which human rights are respected. Ioannis
(2004) states:
Prevalence of state interests over fundamental human rights, the model of passive, .
deferential citizen, the lack of tolerance for cultural, religious and ethnic diversity,
the exalted role of the military and bureaucratic elite as guardian of the Western
and secular character of the Turkish state and society are all indicators of
Turkey’s lack of democratic consolidation, (p. 4)
Up until this day, journalists, intellectuals, dissidents or anyone who has a critical view of the
system or Ataturk, the founder of the republic, can be prosecuted under the law.
As Annette Grossbongardt (2007), a reporter from Spiegel, states:
According to statistics compiled by the Turkish Human Rights Foundation, close
to 100 intellectuals have already been hauled before courts for voicing their
critical opinions. Most have been charged with the crime of "insulting
Turkishness," or disparaging national institutions. Reactionary prosecutors use a
notorious Turkish law known as Article 301 to persecute critical thinkers, (para. 9)
The impact of the sociopolitical apparatus of the state on education and the atmosphere of
school and classrooms is present everywhere; in every classroom there is a picture of Ataturk. In
the Turkish program, teachers were not allowed to discuss politics. Issues that related in any way
to the politics of the state, or even international affairs, had to be avoided in classrooms because
discussion about these topics created problems. First, many students are very nationalistic and
would not be able to bear criticism; secondly, people can be prosecuted for this.
Therefore, classroom environments were invisibly monitored just by this collective
understanding. As an instructor, I found that it was very difficult to open a meaningful
conversation with students, and in many cases initiatives by students were almost zero. My
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interactions with other teachers in the program, and the input of research participants, support my
hypothesis on the topic; communication in classes is very limited, thus it was difficult for the
students to reach their full potential in learning a new language.
I will now look at the research questions to provide a summary of this chapter.
Furthermore, I will examine my findings in relation to the literature review and discuss them in
broader terms. The central research questions in my study are: How have the programs evolved
from a historical perspective and what are the similarities and differences? What larger issues
arise from this investigation into CoPs in two different international settings? In what direction
are the programs heading?

Discussion
Micro-level findings.
To find answers to my research questions, I have obtained rich and valuable information from
the research participants during my interviews with them. These answers and my own insight
contain sufficient information for a rigorous exploration of the issues. I have compared the
answers from the research participants with existing theories in literature and my own experience
and knowledge of both settings in order to triangulate my findings to give more informative
answers and to create a more holistic portrait of the study.
In answer to the first question, the programs have evolved differently because of their
contexts. In the case of Turkey, the program has gone through different stages; initially, the
number of branches in the country was small, but now the number has increased to many braches
in Istanbul and other cities in Turkey such as Izmir, Izmet, Antalya, and abroad. The program
used commercial books at the beginning, but after several years of using these books, the

127

management decided to create their own books primarily for financial reasons. During the 1990s,
the use of English language in commerce and finances had become more important and the
younger generations were more interested in English. Since the 1990s^ the media has had a
significant influence from the west, especially American TV programs which in turn contributed
to the use of the English language in many areas. As for external forces, Turkey’s interest in
joining the European Union has helped the proliferation of many English programs in the
country and changes have been made to the present program, stemming from these influences.
The syllabi, curricula, and the way the program operates have changed based on the needs of the
program itself and the students.
In the Canadian case, the program started in the early 1990s with serving immigrants and
refugees. The core of the program at the time was based on general English. However, the aim of
the program, has changed drastically, and it is geared more towards international students who
come to Canada to study at college or university. The primary aim of the program is to prepare
these students for academic studies, so general English is not the primary focus in the program.
In addition, the program focuses on skills: reading, writing, speaking/listening, and grammar in
individually designed courses. Naturally, this approach has influenced the way syllabi and
curricula are designed. The processes and abilities to make changes in the structure of the
program, for example in books, courses, syllabi, and curricula, are more fluid and dynamic;
therefore, the program is more receptive to change.
In answer to the second question, most components of the CoP are not present in the
Turkish program as much as they are in the Canadian case. Firstly, the part of the definition of
CoP which pertains to a passion and learning how to do something better by interacting together
does not strongly pertain to the program in Turkey. There is interaction among the participants,
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but it usually does not materialize to concrete actions. Furthermore, some of the most important
components of CoP, such as sharing best practices in a reusable knowledge base by providing
methods for sharing information among the members or discussions which do not lead to action,
are not practiced effectively in the Turkish school under study. The primary reason for this stems
from the context in which the community operates. Many of the members stay in the program
temporarily and during this short time they are not completely aware of all the practices going on
in the program; therefore, as members of the CoP, they do not function to their full potential.
They are not, in many cases, concerned or passionate about what is going on in the program
either. Of course, the management tries to create such an environment; however, because of the
high turnover of staff, it is difficult to create, achieve, or practice effectively as a CoP. As Duff
(2007) states “CoP highlights the importance of community membership and participation not
only IN learning but AS learning” (p.313).
In the Canadian case, the context in which the program operates is very different from its
counterpart in Turkey. The components which were mentioned in the last paragraph are practiced
to a large extent, and the members of the community (program) fully participate in many of the
initiatives which make up the CoP in that context. The members in the community stay in the
program for a long time, and the tendency for applying the practices of CoP is very high. They
become thoroughly aware of the operation of the program, and this, in turn, helps them to
become more active and effective members in the practice by sharing their knowledge with their
colleagues for achieving better results. Furthermore, the flexibility of the program in its
operation is a catalyst for more effective results. Although one of the components of the CoP is
its voluntary nature, the element of accountability plays a crucial role in the operation of the
program.

129

In answer to the third question, in the Turkish case, the program has evolved from using
commercial books to creating its own resources for more stability and financial reasons. The
structure of the program, in the sense of general English, has stayed the same; however, more
attention has also been given to offering more ESP courses. Because of limited openness to
change on the part of management, we could assume that there will not be significant changes in
the foreseeable future in the direction that this program is moving.
In the Canadian case, the program started with general English for the clientele of that
time, but since the program’s focus has changed to EAP, the direction in which it is heading is
more specialized. The administration, in collaboration with the practitioners, works constantly to
improve the courses for specific purposes, giving their students the opportunity to go to college
or university. Since the nature of the program is dynamic and student-centered, the direction it is
heading will follow the same course unless the clients’ aims or the composition of the clientele
changes.
My findings about the two distinct programs in this study support the literature I have
consulted. As Mackey (1970), Spolsky (1978), and Stem (1983) argued, there are many
components, such as social, economic, political, cultural, local, and international, involved in
constructing and shaping programs for L2 learning and teaching, and these parts pertain to the
contexts in which programs are constructed. As Stem (1983) notes: “The interpretation of
context is an essential part of a theory. Language, learning, and teaching must always be viewed
in a context, setting, or background” (p. 48). Baker (2006) has argued that social, political, and
economic components of societies have played essential roles in language pedagogy. The
creation and evolution of the two programs in this study demonstrate how two distinct CoPs have
stemmed and emerged from the influences of these components.
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Learning a new language and acquiring the ability to function in different settings require
a variety of skills. Cummins (2003) argues that there are two different types of skills for
functioning in a new language: basic inter-personal communicative skills (BICS) and
cognitive/academic language proficiency (CALP). Baker (2006) advocates the idea that there are
two levels at work for functioning in a new language: context embedded situations and context
reduced situations. Comparing the two cases in this study reveals that these theories work in an
ESL environment more effectively than in an EFL environment. The sociocultural components
of the target language can be completely missed in an EFL environment (in the case of Turkey)
because of the absence of the culture to practice them, since both levels of proficiencies are
concerned with communication. In an ESL environment, language learning eventually involves
the culture of the host society which students cannot ignore, and the language is learned in the
context o f. the culture. Cook’s (2001) argument for the interconnectedness of different
components in L2 learning supports the holistic approach where interlanguage components have
to be entrenched and internalized within the structure of the existing language, thus sociocultural
components play essential roles. Most theories of second language learning, such as
Behaviourism, Connectionism, and Interactionism, claim that the environment plays an essential
role in acquiring a new language.
By comparing and contrasting EFL and ESL, the influences of environment and context
on methods of teaching can be understood in the present study. From what I noticed about
teaching methods in Turkey, I have concluded that no method by itself can solely be designated
as the only one which is used in this setting; in fact it is a combination of three methods. The
method advertised by the organization is the Direct Method, but Grammar-translation and
Audio-lingual methods are mixed in the practice of teaching. All of the students are Turkish
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speakers, and they are not comfortable enough in English to function within a purely Direct
Method classroom. The Canadian school does not use Grammar-translation because there is no
common first language among the students; their lingua franca is English.
My findings agree with Graves (2008) who stated “just as syllabus types at one time
replaced methods as a way of framing language teaching and learning, we are in what might be
called a post-syllabus phase” (p. 161). In my personal experiences of both settings I have noticed
that a skills-based syllabus is the core approach for both settings in design, with significant
differences in operation. A Formal or Grammatical syllabus, as argued by Graves (2008), is the
easiest syllabus to use. In the case of Turkey, this syllabus approach is the base for teaching. The
books used rely heavily on grammar, although the texts are divided into four learning skillsgrammar, reading, writing, and speaking and listening. The use of a formal syllabus is not
supported by literature since it does not provide the best results in learning even though it
provides a more structured teaching tool theoretically. In the Canadian case a Process-Oriented
syllabus dominates the agenda for the classroom in addition to the Discourse Syllabus in which
students are provided with opportunities to do various activities in the classroom.
I have witnessed that in the Canadian program, the process-oriented syllabus is more
task-based, and to sustain the program the administrators have to remain creative and
competitive because of their clientele. The strength of the process-oriented syllabus is in the fact
that it can create flexibility of activities in the classroom in favour of the learner rather than a
one-sided and teacher-centered environment. After analyzing the two cases, I support the use of
process-oriented syllabi to provide a more effective learning environment for students because
they have more autonomy and opportunities in the learning process. However, because of a lack
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of human and material resources in the Turkish context, it would be very difficult to implement a
process-oriented syllabus.
The way these two programs have been shaped as distinctive CoPs are the result of their
approaches to teaching and learning since their inception. Other factors such as the size of the
organizations have also affected the formation of CoPs, as there is naturally more coherence in a
smaller organization. Political, cultural, and economic factors have influenced the evolutions of
these CoPs; however, I do not attribute all the successes and failures solely to these factors since
human factors in decision making have a significant role in the process of creating a CoP.
In comparing the two CoPs in Turkey and the one in Canada, we have looked at the
general objectives of these communities and have seen how some of these objectives have been
realized. To sum up, the CoP in the Canadian case has been more successful than in the Turkish
case, and the major reason for this is the context in which the communities have practiced. It is
noteworthy that the objectives of any community are specific to the context of the community, so
there is not a specific set of rules which applies to all CoPs (Wenger, 2006).

Macro-level findings.
Emphasis on finances creates more apathy among the teachers which in turn affects the students’
quality of education since the teachers would not be so much concerned with improving their
knowledge and paying more attention to the quality of education delivered. By focusing more on
financial gains, the quality of resources can be affected as well. When the main goal of
institutions becomes gaining more money, cutting comers will include resources which are used
to educate their students. Some institutions stay with one set of books for a long time because
this is more financially sound and in the long run the institutions avoid spending more money on
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more suitable resources. Lack of adaptation to more viable resources for teaching impede the
improvement in the quality of education offered and delivered because the need of students
clashes with what resources available and at the same time it affects the development of teachers
professionally.
The adaptation and use of new resources which are developed through research in the
field ESL/EFL can help institutions to provide a better tool for educators and learners, since the
new resources give more incentives to educators to improve their knowledge professionally to
help their students learn the target language. This approach can help the CoPs in their mutual
engagement to negotiate meaning in their daily educational activities which in turn solidify the
communities’ shared ideas and goals. These goals are achieved through negotiation among the
members of the community and during the process of practicing the work which in turn creates a
mutual accountability among the members. Furthermore, it is a dynamic process in which the
influences of new members contribute to the cause of the community (Wegner, 1998).
Professionally developed resources in the field can help the CoPs to be more efficient and
effective at the same time since the process of utilizing same resources helps the members in
learning and sharing goals of CoPs. More restricted resources affects CoPs negatively since less
initiatives and diversity are supported.
Restricted resources in which the focus of programs is limited by their approach to
teaching and learning reduce the CoPs capabilities to be dynamic, innovative, and progressive.
Firstly, programs which use the same books, audio, video, and other educational resources
through time have a very high tendency to stagnate because this cycle of reusing the same
material reduces the quality of education delivered since the CoPs are not adapting new
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approaches and ways to improve their operation. And they are also left out of the greater CoPs
nationally and internationally.
Proficiency in L2 takes many resources to be realized (Stem, 1983). These resources
should be methodically prepared and used in practice to understand their potentials, and
susceptibility to change should be their core approach to teaching and learning. Experience has
proven that CoPs which have heavily relied on one dimensional approach to teaching and
learning have limited themselves to less flexibility to change and improvement since knowledge
is the key component in any CoPs (Wenger, 1998) and this knowledge is not static but dynamic
and fluid. Methods of teaching and learning as a static phenomenon in which specific methods
are employed have lost their attraction and efficiency since one method by itself cannot cover all
the needs of students and educators. Process-oriented approach (Graves, 2008) is a successful
approach to overcome this problem.

■

The strength of this syllabus is in its approach to teaching and learning. Not only does it
advocate student-centered approach but also in the process of learning, learners are required to
participate actively in the task of interactive meaning-making process. This participation is the
main key ingredients in learning the target language (Graves, 2008). On the contrary, a Formal
or Functional syllabus or any specific methods such as Grammar-translation, Direct method, or
Audio-lingual cannot fully response to the needs of students and teachers effectively and they are
not efficient enough. The approach to learning and teaching influences the CoPs immensely.
Since the Process-oriented syllabus is dynamic, open to change, and student-friendly, it can
influence the way CoPs operate. The three core elements of any.CoP are mutual engagement,
shared goals, and shared repertoire among its members (Wenger, 1998). By advocating this
approach, the level of fluidity and openness will be limitless, and this in turn advances the aims
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of the CoP through processes. Although an effective approach to learning and teaching is one of
the essential components of a successful CoP, the issues around decision-making processes must
not be ignored.

,

Since CoPs rely heavily on mutual engagement of their members in activities related to
the CoPs’ operations, in decision-making processes the input from the members should be
considered because these decisions directly affect the way educators function in the CoPs. In an
ESL or EFL setting issues such as resources which are used in the program, role of educators,
and learners are directly affected and connected to any decisions made by administrators and
managers in the programs. The power in decision-making which is solely exercised by
managements can disempower the teachers and this in turn makes the teachers more like
instruments that are used to generate money for the program rather than a productive member in
the program with contribution to the CoP. This situation creates a dysfunctional CoP since the
priorities for the management is solely based on financial gains. This situation can be
exacerbated if educators in the setting are not equipped with the knowledge of L2 education. The
unfamiliarity of teachers with issues such as the best practice in L2 teaching, history of L2
approaches to teaching, and even basics knowledge of L2 learning can be taken advantage of by
administrators since being a native speaker by itself does not mean that one can practice teaching
the language.
In a professional setting where teachers have a voice in decision-making for quality
education, CoPs can thrive because every decision is made in collaboration among the members.
If teachers possess and develop knowledge of L2 teaching and learning, management will be
more conscious of the fact that arbitrary decisions without consulting the members can backfire
and hurt the operation of the CoPs. Professionalism has another benefit in the long run; as CoPs
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are established through time, professional members become the core body of the organization
and this will give stronger voice to the members since CoPs cannot be dissolved by management
and replaced by new members solely. There are many components involved in constructing
programs for L2 learning and teaching; however, not all these factors are equally important
(Mackey, 1970; Spolsky, 1978; Stem, 1983). Stem (1983) sees the interconnectedness among
factors such as learners, process of learning, language educators, methodology, organization of
language teaching, planning, and administration. All these factors are essential to the success of
CoPs because the vital part of any CoPs is collaboration among members in all aspects.

Summary
The present study examined two different programs, one in Canada (ESL) and one in Turkey
(EFL). I analyze these programs as two CoPs with distinctive histories and established practices.
Furthermore, I investigated and explored some sociocultural, sociopolitical, and socioeconomic
aspects of these two societies, since these factors play vital roles in relation. to the two
educational CoPs under study. I interviewed six research participants during my research, three
in Canada and three in Turkey. Two of the participants in Canada worked for the program under
study and two of the participants in Turkey worked for the program in Turkey; the two remaining
participants were independent individuals who have expertise in the field of L2 education in
Canada and Turkey respectively.
The data in the study come from interviews with the research participants, from my own
personal experiences in both settings where I lived and worked long enough to be able to analyze
sociocultural and sociopolitical aspects of these societies in addition to the educational factors,
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and from the literature that I consulted. In selecting the research questions the contexts of both
programs were considered.
For my research questions in the study, I was able to get detailed answers from the
research participants through interviewing them. This in turn shed light on many other factors
that are related to both programs and the communities in a broader sense. My analysis of the data
stems from the standpoint of my understanding of a holistic view of society. Stem’s (1983)
approach in understanding different aspects involved in second language teaching and learning
was a guide to comprehend how these aspects are involved in the process of creating and
implementing a program for second language education. I organized my theoretical framework
based on this holistic view of the importance of these various components involved in L2
education. I also chose to examine these programs from the standpoint of CoPs because the
development and functioning of CoPs takes into account the importance of all the factors that
Stem mentions.
The research questions in this study were chosen to explore CoPs at both micro and
macro-levels. At a micro-level, the questions apply to the details of the programs in the study,
and at a macro-level they help us to understand general trends of how educational CoPs work in
general. In other words, the questions are comprehensive enough to deal with two specific areas:
the evolution of the programs regarding their approaches to L2 education, and secondly, how
they have evolved as CoPs. The research questions were framed in order to allow the study to
provide implications for CoPs in other international settings aside from the two contexts of
Canada and Turkey.
Since Stem (1983) was the principal core of my theoretical framework, selecting Wenger
(1998) complemented this choice. Stem’s work on L2 education is comprehensive and covers
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many factors which affect L2 educational programs and organizations. Many of these factors
which Stem (1983) analyzes as a holistic entity are involved in the creation and establishment of
CoPs, as introduced by Lave & Wenger (1991).
: The findings suggest that a form-focused approach should be one of the core components
of L2 teaching and learning (Nassaji, 1999; Spada, 2007; Swain, 1985). In addition, a processoriented method of teaching L2 should be incorporated into the programs’ educational curricula
since this method is more dynamic and open than more traditional approaches in L2 (Graves,
2008). Findings illustrate that one-dimensional teaching methods where the focus is primarily on
one aspect, such as grammar, do not help students to reach their full potentials in L2 learning.
The findings describe the impacts of the differences in environment and context on
language learning. The success of educational CoPs in any international setting depends not only
on program aims, because sociocultural, sociopolitical, and socioeconomic factors determine
what happens to CoPs. For example, sociocultural elements related to shared values and norms,
sociopolitical elements stemming from restricted freedom and human rights, and socioeconomic
elements driving the priorities on profit making, all made the program in Turkey less effective in
providing quality education. These factors negatively affected the CoP by restricting the growth
of a healthy, collaborative environment among the members.
The findings describe how profit making was a major factor in shaping CoPs, and
finances played a prominent role in every aspect of decision-making. Thus this factor became an
obstacle in providing quality education and the real needs of students were not addressed. Also,
the findings show how CoPs can be successful in a setting where a balance is created between
finances and education.
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In this study the significant influence of contexts and environments on construction of
CoPs in different international settings were examined, and the conclusion reminds us that the
development of CoPs depends on many factors in any given setting. Stem’s (1983) model for
teaching and learning L2 is based on sociocultural and multidimensional aspects of L2 education,
and recognizes language, culture, and communication as interwoven fibers of society. Lave and
Wenger’s (1991) Community of Practice concept emphasizes the importance of collaboration,
action, reflection, and knowledge-sharing among members of educational organizations. These
are the two important theoretical frameworks which contributed to the present study. The
findings in the study support and concur with the Stem’s (1983) concept of L2 education, and
they also correspond to Lave and Wenger’s (1991) concept of CoPs. My findings show that by
utilizing these theoretical frameworks, as main guides, I have been able to contribute and shed
more light on issues related to the field of L2 education in two international settings.
The contribution in the present study stems from the idea that how the Communities of
Practice work in different international settings in comparison to most CoPs in North America.
Most literature deals with CoPs in the North American context, and many studies about any other
international educational organizations are very limited. The study illustrates the importance of
CoPs in other international setting; that is one of the most important contributions of this study to
the field of L2 in the context of CoPs. The importance of the factors that are mentioned by Stem
(1983) are visible and at work in these settings, and in actuality, politics, culture, social life, and
economic factors directly influence the classroom and the CoPs and these factors are
dramatically different from the ones in the North American context; that is another significant
contribution of the study. The study shed light on some of the issues which directly influence
CoPs in North America and illustrate how drastically different CoPs in the North American
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context work in comparison to other international CoPs. The study illustrates that sociopolitical,
socioeconomic, and sociocultural factors make a drastic difference in the development of CoPs
in different settings.

Limitations
My research was limited by some factors! The scope of the study was limited to two
programs, so any generalizations should be treated cautiously. The number of participants in the
study was six people, which is not conducive to significant generalization.

Also different

participants from other programs might have had different answers to the questions which were
presented to the research participants. The research was intended to be a mixed-method analysis,
since at the beginning of the study participants agreed to provide statistical information about
their programs; however, because of logistical problems they were not able to provide the
requested data. Therefore, the methodology in the study is just based on a qualitative analysis of
the data provided.
Also another limitation in this type of study is the subjective position of the researcher.
Although I tried to provide an objective description of the two programs under study and their
sociopolitical contexts, my own position as a teacher and administrator and my own political
perspectives have inevitably coloured my interpretation of the data.

Recommendations
In case studies one of the main objectives is to recommend new ideas to improve the
situation through change in practice or policy (Merriam, 2001). My goal for this study was to
find out how CoPs in different international settings operate given the socioeconomic,
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sociopolitical, and sociocultural differences within which these CoPs have been developed. In
the process of conducting my study, I identified some areas which pertain to success and failure
of CoPs, and also I discovered some weaknesses and strengths which could affect any CoP in
general. My recommendations pertain to L2 educational organizations which aspire to develop
efficient CoPs.
I have concluded that in the development of CoPs existing in homogenous societies, the
greatest difficulties stem from elements of cultural norms and practices in those societies.
Therefore, my recommendations primarily concern CoPs in international L2 contexts rather than
in the North American context. I believe there are several steps that could be taken in order to
improve the development of CoPs.
The main focus and priority should be on developing the CoPs by looking at the long
term interests of educational institutions. The immediate goals of the programs should not be
profit making because by doing this the development of CoPs will be sacrificed for profit gains
in the short run. Firstly, the institutions need to develop the practice of hiring teachers who are
committed and equipped with necessary tools, i.e., certification of teaching, experience, and
familiarity with L2 teaching and learning. This will give the CoPs the primary tools to develop
and improve their operations throughout time and create environments which can facilitate the
growth of the CoPs. Secondly, schools should look at the long term gains in the development of
their resources. They should be open to new ideas through professional development for their
staff; these new initiatives should be implemented in order to improve the quality of L2
education and functional CoP development. Thirdly, institutions should be open to new
methodologies in the field of L2 education to avoid stagnation and maintain the dynamism and
fluidity of teaching and learning, thus improving the development of the CoPs.
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In addition, in order to improve the quality of education offered, the schools’ general
managements should create a more effective mechanism to deal with the lack of coordination
between financial management and educational management. Constant communication between
these two areas is needed to create a more efficient operation. By giving ¡more voice to the
educational side in decision making processes, better quality education can be provided and the
CoPs can make more contributions to improve the quality of the education offered. If, the CoPs
have more input, they can foster the development of their practices among themselves.
Finally, in order to improve the quality of education, more decision making processes
should involve lower ranks. Thus, teachers’ inputs along with other members of CoPs need to be
considered. This will create a more productive educational environment since the input and
initiatives from every member of CoPs are considered.

Final words
By adopting a holistic view of society, I was able to understand that many components are
involved in analyzing L2 education and how these factors affect the evolution of CoPs. Stem’s
multidimensional model of society, where society is perceived as a unit with many different
components, illustrates that understanding ESL and EFL education in different international
settings requires a comprehensive approach. In studying and analyzing these two different
educational settings, there are more than one or two factors at play; these factors are multilevel
and multidimensional. Without using this approach, many factors would have been missed since
many questions would not have been constructed for the interviews. The utilization of the notion
of Community of Practice was important in the study because many of the components which
define CoPs are directly related to L2 educational programs, and without using the concept, this
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study would not have a solid platform to stand on or offer recommendations. In the end, this
study demonstrates the importance of using a comprehensive approach to understand L2
educational contexts, as the data clearly indicate the influence of sociocultural, sociopolitical,
and socioeconomic factors on L2 programs. These factors are integral to the development of
efficient CoPs, as the comparative data from the two programs reveals. The conceptual
framework of Stem’s (1983) comprehensive approach in.relation to Lave & Wenger’s (1991)
notion of Community of Practice have helped my study to have both micro and macro- level
implications for ESL and EFL settings.
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A P P E N D I X A. Q U E S T I O N N A I R E
T H E

T U R K I S H

F O R

P A R T I C I P A N T S F R O M

P R O G R A M

1. Can you please give brief history of your program in Turkey?
2. How would you describe the approach/method to teaching in your program?
3. Can you please elaborate on the syllabus’ design and objectives of teaching in Turkey?
4. Can you please elaborate on the role of government on educational policy, language
policy, and curriculum?
5. How often do you change books and resources and what is the procedure?
6. What are the constraints for students to achieve their goals?
7. Can you describe the evaluation procedure?
8. What is the rate of success and failure?
9. Is it possible to get some data on: enrollment, success and failure for 2008-2009?
10. Can you please elaborate on the characteristic of your learners?
11. What is the qualification for an educator in your program?
12. In your opinion, how do culture and society affect the students in the program?
13. What kind of professional development (initial and ongoing) do instructors working with
EFL students get?
14. What would be a composite profile of the adults who attend EFL programs?
15. What are the characteristics of a successful program? Could you give me some examples
of where EFL has been delivered successfully?
16. What policies support the development of EFL programs in Turkey?

152

17. What are the challenges and gaps in delivering effective teaching EFL programming in
Turkey?
18. What strategies do you recommend to address the gaps and challenges you have
identified?
19. Please tell me about your school/centre and the services/classes it offers.
20. From your experience, what are some of challenges facing schools in providing EFL
classes?
21. From your experience, what success has your school/centre had in providing EFL
classes?
22. From your experience, what are some of the language learning needs of your students?
23. From your experience, what are some of the reasons that students drop out or switch
schools?
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APPENDIX B.QUESTIONNAIRE FOR THE TURKISH EFL
EXPERT
1. Where do adults who have EFL needs attend programs in Turkey?
2. Who delivers these programs?
3. What kind of professional development (initial and ongoing) do instnictors working with EFL
students get?
4. What would be a composite profile of the adults who attend EFL programs?
5. What are the characteristics of a successful program? Could you give me some examples of
where EFL has been delivered successfully?
6. What policies support the development of EFL programs in Turkey?
7. What are the challenges and gaps in delivering teaching EFL programming?
8. What strategies do you recommend to address the gaps and challenges you have identified?
9. Please tell me about your school/centre and the services/classes it offers.
10. From your experience, what are some of challenges facing schools in providing EFL classes?
11. From your experience, what success has your school/centre had in providing EFL classes?
12. From your experience, what are some of the language learning needs of your students?
13. From your experience, what are some of the reasons that students drop out or switch
schools?
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A P P E N D I X

C. Q U E S T I O N N A I R E
T H E

C A N A D A I A N

F O R

P A R T I C I P A N T S F O R M

E S L P R O G R A M

1. Can you please give brief history of your program at your school?
2. How would you describe the approach/method to teaching in your school?
3. Can you please elaborate on the syllabus’ design and the objectives of teaching at your
school?
4. Can you please elaborate on the role of government on educational policy, language
policy, and curriculum?
5. How often do you change books and resources and what is the procedure?
6. What are the constraints for students to achieve their goals?
7. Can you describe the evaluation procedure?
8. What is the rate of success and failure?
9. Is it possible to get some data on: enrollment, success and failure for 2008-2009?
10. What is the proportionality of different nationalities in your school?
11. Can you please elaborate on the characteristic of your learners?
12. What is the qualification for an educator in your program?
13. In your opinion, how do culture and society affect the students in the program?
14. What kind of professional development (initial and ongoing) do instructors working with
ESL students get?
15. What would be a composite profile of the adults who attend your ESL program?
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16. What are the characteristics of a successful program? Could you give me some examples
of where ESL has been delivered successfully?
17. What policies support the development of ESL programs in your province?
18. What are the challenges and gaps in delivering effective teaching ESL programming?
19.

What strategies do you recommend to address the gaps and challenges you have

identified?
20. Please tell me about your school/centre and the services/classes it offers.
21.

From your experience, what success has your school/centre had in providing ESL

classes?
22. From your experience, what are some of the language learning needs of your students?
23. From your experience, what are some of the reasons that students drop out or switch
schools?
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APPENDIX D. QUESTIONNAIRE FOR OUTSIDE ESL EXPERT
IN CANADA
1. Where do adults who have ESL needs attend programs in your province/country?
2. Who delivers these programs? (community-based, school boards, colleges, etc.)
3. What kind of professional development (initial and ongoing) do instructors working with ESL
literacy students get?
4. What would be a composite profile of the adults who attend ESL programs?
5. What are the characteristics of a successful program? Could you give me some examples of
where ESL has been delivered successfully?
6. What policies support the development of ESL programs in your province? :

,

7. What are the challenges and gaps in delivering teaching ESL programs?
8. What strategies do you recommend to address the gaps and challenges you have identified?
9. Please tell me about your school/centre and the services/classes it offers.
10. From your experience, what are some of challenges facing schools in providing Language
Instruction for Newcomers to Canada (LINC) classes?
11. From your experience, what success has any school/centre had in providing LINC classes?
12. From your experience, what are some of the language learning needs of students?
13. From your experience, what are some of the reasons that students drop out or switch
schools?
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